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 Abstract 
This doctoral dissertation describes a mixed methods, longitudinal research project seeking to 
add to our understanding of how higher education institutions can foster students’ 
intercultural competence development more systematically. The focus of this project was on 
promoting intercultural competence as part of the formal curriculum for all students (i.e. 
domestic and international) using an evidence-based approach to course design. Evidence-
based design is responsive to the target group and learning objectives, selects content and 
activities within the framework of relevant theories, and includes an evaluation stage (Stephan 
& Stephan, 2013). The evidence-based course design did not only draw upon existing theory 
and research, but also upon empirical data gathered from the target group in two studies (i.e. a 
mixed methods survey study, including a qualitative content analysis of students’ subjective 
understanding of intercultural competence, and a focus group study). The resulting course 
design complemented faculty-led instruction with peer-led experiential workshops and 
reflective assignments which serve as both, a learning and an assessment tool. The course has 
been pilot-tested with a group of n=34 students at Jacobs University Bremen in spring 2016. 
The evaluation stage consisted of a formative evaluation, exploring benefits and challenges of 
the course design, as well as a summative evaluation, assessing students’ intercultural 
competence development and to which extent the learning objectives of the course have been 
met. The formative evaluation has offered insights into the benefits and challenges of 
combining faculty- and peer-led instruction and the use of reflective papers as a learning and 
assessment tool. The summative evaluation has added to this and contributed to our 
understanding of how to assess intercultural competence as a learning outcome using a mixed 
methods approach that integrates direct and indirect evidence of students’ intercultural 
learning. 
 
  
  
 
“Intercultural competence is no longer a mere aspiration but a ‘must have’ skill for the young 
generations in higher education” (Wang, Deardorff, & Kulich, 2017, p. 95) 
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1. Introduction 
In light of anti-immigrant sentiments and support for right-wing populism in the USA and 
Western Europe, people’s ability to live and work peacefully and successfully across cultures 
seems ever more important. One of the places where people can develop such intercultural 
competence are higher education institutions. Over the past decades, many universities have 
adopted internationalization strategies, including efforts to attract international students and 
staff as well as to promote higher levels of student mobility, e.g. by offering numerous 
opportunities for going abroad (be it on short field trips, semester- or year-long study-abroad). 
While such efforts might be linked to financial or reputation motivations (Altbach & Knight, 
2007; Jon, 2013; Jones, 2013), universities often claim to take these steps to prepare students 
to work and live in ever more diverse environments (Gregersen-Hermans, 2017; Jackson, 
2015b, 2015a; Leask, 2009; Ramirez R., 2016; Wang & Kulich, 2015). Yet, though many 
higher education institutions state intercultural competence as a learning outcome, they all too 
often fail to specify how it can systematically be fostered through the formal and informal 
curriculum (Deardorff, 2006, 2011; Gregersen-Hermans, 2017; Pedersen, 2009). 
 To date, efforts to promote intercultural competence among students largely remain 
individual, isolated measures, most of which have not been systematically designed and 
evaluated. Furthermore, such measures tend to be limited to voluntary informal curricular 
activities for (incoming) international students (Hiller, 2011; Ramirez R., 2016; M. M. Zhang, 
Xia, Fan, & Zhu, 2016). Thus, universities might fail to realize domestic students’ potential 
for intercultural learning who could benefit from interactions with international students – a 
notion captured in the concept of Internationalization at Home (IaH). Two major barriers to 
intercultural learning on multicultural campuses highlight the need for interventions to 
support students’ learning process: (1) cultural diversity on campus does not automatically 
lead to intercultural contact between domestic and international students, and (2) contact and 
exposure do not automatically lead to intercultural learning and intercultural competence, but 
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can also have unwanted side-effects such as misunderstandings, rising tension, and stronger 
stereotypes and prejudice (Jackson, 2015b; Jon, 2013). Scholars and practitioners have 
repeatedly called for research-based interventions to promote meaningful intercultural 
interactions among students in higher education as well as to offer structured, guided 
opportunities for reflection and meaning-making to support intercultural learning and 
intercultural competence development (Jackson, 2015b; Jon, 2013; Pedersen, 2009; Yan Lo-
Philip et al., 2015).  
This doctoral research project seeks to add to our understanding of how higher 
education institutions can foster students’ intercultural competence development more 
systematically. The focus of this project is on promoting intercultural competence as part of 
the formal curriculum for all students (i.e. domestic and international) using an evidence-
based approach to course design. Evidence-based design is responsive to the target group and 
learning objectives, selects content and activities within the framework of relevant theories, 
and includes an evaluation stage (Stephan & Stephan, 2013). The subsequent chapters provide 
more details on the theoretical background of this research (chapter 2) and its research design 
and methods (chapter 3). This is followed by describing the process of evidence-based course 
design (chapter 4). The subsequent chapters focus on the evaluation of the intervention, first 
taking a formative evaluation approach exploring benefits and challenges of the course design 
(chapter 5) and then offering a summative evaluation, assessing students’ intercultural 
competence development and the extent to which learning objectives of the course have been 
met (chapter 6). Finally, chapter 7 offers a discussion and conclusion for the entire research 
project, reflecting upon its limitations and contributions as well as direction for further 
research. 
The research project has been carried out at Jacobs University Bremen, a small private 
university in Northern Germany with a student population of about 1,200 students from 111 
countries at the time of the study (Academic Year 2016/2017). Undergraduate students live 
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and study on campus, providing them with ample opportunity for intercultural contact. All 
incoming freshmen students are required to participate in a peer-led intercultural training 
during their orientation week. A qualitative study demonstrated the training’s effectiveness in 
preparing students to live and study on a diverse campus and socialize with their peers 
(Binder, Schreier, Kühnen, & Kedzior, 2013). However, the study also showed that such a 
one-day training can only be a starting point for students’ intercultural competence 
development – a process which requires more time and opportunity for students to reflect 
upon their experience and learn from it. A quantitative follow-up study confirmed these 
findings (Kedzior et al., 2015). This doctoral research aims to explore how an elective course 
in students’ second semester can add to their intercultural competence development and 
facilitate making meaning from their intercultural experiences in the first semester. Chapter 4 
offers more details on the context and aims of this elective course when describing the 
evidence-based design process. However, before diving into the empirical part of this project, 
the next chapter offers an overview of its theoretical background followed by presenting the 
research design and methods.  
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Chapter 2 
Theoretical Background 
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2. Theoretical Background 
This chapter offers an overview of underlying concepts and theories of this dissertation. It 
further provides a review of relevant empirical research to position the dissertation within the 
existing scholarly work. The first section in this chapter reviews the concept of intercultural 
competence, giving a brief account of its history and selected contemporary models. The 
second section focuses on intercultural competence research within the higher education 
context.  
 
2.1. Underlying Concept of Culture 
Before discussing the concept of intercultural competence, it seems imperative to clarify the 
underlying notion of culture. Not only has culture been defined in various ways across 
disciplines and time, but it is also used in different ways in everyday laypersons’ interactions 
(Matsumoto & Juang, 2013). Culture has been derived from the Latin word ‘colere’ which 
can be translated as ‘to cultivate’. Based on that meaning, culture has often been used to refer 
to high culture, such as literature, music, visual and performing arts. However, it can as well 
pertain to describing the way of living of a group, be it an organization, a national group, or 
any other collective which shares certain values, beliefs, behavioral conventions, and artifacts. 
Already back in 1952, a review of definitions of culture by Kroeber and Kluckhohn yielded a 
list of 164 different definitions (Spencer-Oatey, 2012). Until today, there is a multitude of 
definitions of culture across disciplines, including anthropology, linguistics, psychology, 
sociology, and many more. In the following, I will present three definitions from the field of 
psychology which capture aspects considered important to the understanding of culture in this 
dissertation. From the intersection of psychology and linguistics, Spencer-Oatey (2008, p. 3) 
defines culture as  
“a fuzzy set of basic assumptions and values, orientations to life, beliefs, policies, procedures 
and behavioural conventions that are shared by a group of people, and that influence (but do 
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not determine) each member’s behaviour and his/her interpretations of the ‘meaning’ of other 
people’s behaviour.”  
Acknowledging the diversity and complexity of definitions of culture, Matsumoto and Juang 
(Matsumoto & Juang, 2013, p. 15) offer a working definition of culture in their book on 
psychology and culture, defining  
“human culture as a unique meaning and information system, shared by a group and 
transmitted across generations, that allows the group to meet basic needs of survival, pursue 
happiness and well-being, and derive meaning from life.”   
Finally, in his contribution to a handbook on intercultural communication and cooperation, 
intercultural psychologist Alexander Thomas (2010, p. 19) offers an elaborate definition of 
culture: 
“Culture is a universal phenomenon. All human beings live within a specific culture and 
contribute to its development. Culture creates a structured environment in which a population 
can function. It encompasses objects we created and use in our daily lives, as well as our 
institutions, ideas, and values. Culture is always manifested in a system of orientation typical 
to a country, society, organization or group. This system of orientation consists of specific 
symbols such as language, body language, mimicry, clothing and greeting rituals and is passed 
on to future generations of from the respective society, organization or group. This system of 
orientation provides all members with a sense of belonging and inclusion within a society or 
group and creates an environment in which individuals can develop a unique sense of self and 
function effectively. Culture has an influence on the perception, thought patterns, judgment 
and action of all members of a given society. The culture-specific system of orientation creates 
possibilities and motivation for action, but also determines the conditions and limits of the 
action.” 
The definitions presented share four aspects considered important for the conceptualization of 
culture in this dissertation: (1) There are different layers of culture (i.e. observable artifacts, 
values, basic underlying assumptions), (2) culture influences how we feel, think, and act as 
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well as how we interpret others’ behavior, (3) culture is learned, transmitted across 
generations and subject to gradual change, and (4) culture offers orientation and contributes to 
our sense of belonging and meaning in life. Especially with regard to the latter aspect, it is 
important to recognize that individuals belong to or participate in multiple cultural groups, 
contexts, or collectives, ranging from micro-networks (i.e. family, work group, or sports club 
culture) to more complex macro-networks (such as regional or national culture, or contexts 
defined by gender, religion, social class, birth cohort, or sexual orientation) (Bolten, 2011, 
2013; Markus & Kitayama, 2010; Rathje, 2006).  
 
2.2. Intercultural Competence – A Brief History 
The concept of intercultural competence has emerged within the discipline of intercultural 
communication in the 1950s. Initially, it was conceptualized merely as a cognitive 
phenomenon with an emphasis on culture-specific and language knowledge (Spitzberg & 
Changnon, 2009). In the 1960s, studies on American service personnel traveling and living 
abroad contributed to a first understanding of some components of effective intercultural 
communication, such as stability, curiosity, flexibility, and sensitivity (Arasaratnam-Smith, 
2017). Around the same time, the notion of competence was generally discussed in 
psychology, with psychologist Robert W. White (1959) suggesting that competence is “an 
organism’s capacity to interact effectively with its environment” (p. 297, as cited in 
Arasaratnam-Smith, 2017, p. 7). Throughout the 1970s, several influential studies identified 
what makes individuals, such as USA Peace Corps staff, successful across cultures. These 
factors included cultural sensitivity, language skills, interest in nationals, patience/tolerance, 
general maturity, adaptability, self-reliance, empathy, tolerance for ambiguity, inner strength 
or the ability to deal with psychological stress (cf. e.g. Hammer, Gudykunst, & Wiseman, 
1978; Harris, 1973; Ruben & Kealey, 1979).  
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 For most of its history, the question of how to define intercultural competence has 
been closely connected to discussions of how to measure it. First efforts to develop 
quantitative measurements of intercultural competence go back to the 1970s and 1980s 
(Arasaratnam-Smith, 2017; Spitzberg & Changnon, 2009). From the 1990s onwards, such 
efforts were based on increasingly elaborate conceptual models, recognizing the need for a 
multidimensional measure. Yet, the question remained which dimensions of intercultural 
competence should be assessed and why (Spitzberg & Changnon, 2009). Not only did models 
and measurements of intercultural competence become multidimensional, there also was a 
shift towards including processes and relationships (Arasaratnam-Smith, 2017; Spitzberg & 
Changnon, 2009). Taking a process-orientation means looking at how intercultural 
competence develops from lower to higher levels, while the inclusion of relationships 
acknowledges that intercultural competence manifests itself in interaction with others. Thus, it 
does not only matter if an individual is interculturally effective in reaching his or her goal in 
the interaction, but also if his or her behavior is perceived to be appropriate by the interaction 
partner.  
Until today, there is no agreed upon definition or universally accepted measurement of 
intercultural competence. However, there are some common elements that have emerged 
throughout the concept‘s history as described above and which are included in most 
contemporary models: Intercultural competence is a multidimensional construct, including 
cognitive (knowledge), affective (attitude, motivation), and behavioral (skills) aspects 
(Arasaratnam-Smith, 2017; Deardorff, 2006; Rathje, 2006; Spitzberg & Changnon, 2009). 
Following Spitzberg (1989, p. 250), a distinction is made between effectiveness, i.e. “the 
achievement of valued objectives or rewards”, and appropriateness, i.e. “avoiding the 
violation of valued rules or expectancies”. These two aspects have also been discussed by 
Spitzberg and Changnon (2009) in a more recent publication with regard to how competence 
is conceptualized in the intercultural field. The authors have argued that when talking about 
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intercultural competence, competence has often been equated with “a set of abilities or skills” 
(Spitzberg & Changnon, 2009, p. 6). However, it remains questionable if there is a universal 
skill set of intercultural competence, especially because what is considered appropriate in one 
context might not be appropriate in another. The authors therefore conclude that competence 
should be conceptualized as the ability to manage interactions in a way that leads to effective 
and appropriate outcomes, a notion shared in many definitions and models of intercultural 
competence. Finally, most models list specific aspects of intercultural competence 
(compositional models), while some also specify relationships between those aspects and/or 
how intercultural competence develops over time from low to high levels (developmental 
models).  
The next section presents selected contemporary models of intercultural competence in 
more detail, drawing upon both compositional and developmental models to identify which 
aspects of intercultural competence could be fostered in university students, how their 
intercultural competence develops over time, and how this development can be supported 
through a formal curriculum intervention.  
 
2.3. Definitions and Models of Intercultural Competence 
As mentioned above, there is no universally accepted definition of intercultural competence. 
However, in her influential work, Deardorff (2006) used the Delphi method to document 
consensus among leading intercultural scholars and higher education administrators on what 
constitutes intercultural competence and how to best assess it. The Delphi method “is a 
process for structuring anonymous communication within a larger group of individuals in an 
effort to achieve consensus among group members” (Deardorff, 2006, pp. 243–244). In a 
three-round process, Deardorff (2006) first used open questions to capture participating 
scholars’ definitions of intercultural competence and ideas on how to assess it. In the second 
round, scholars rated answers from round one on a four-point Likert scale and in the final 
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round they were asked to accept or reject data from round two (Deardorff, 2006). At the end 
of this process, most agreement was found for defining intercultural competence as the 
“ability to communicate effectively and appropriately in intercultural situations based on 
one’s intercultural knowledge, skills, and attitudes” (Deardorff, 2006, p. 248). This broad 
definition remains widely accepted until today. Furthermore, Deardorff (2006) was able to 
identify 22 items that participating scholars accepted as constituting intercultural competence. 
These items were grouped into attitudes (e.g. respect, openness, curiosity), knowledge (e.g. 
cultural self-awareness, deep cultural knowledge), and skills (e.g. to listen, observe, and 
evaluate). While the broad definition provides the working definition in this dissertation, more 
specific elements of intercultural competence will be discussed in the following sections.  
Extensive reviews of intercultural competence models have been done elsewhere and 
are beyond the scope of this dissertation (cf. e.g. Arasaratnam-Smith, 2017; Bolten, 2007; 
Spitzberg & Changnon, 2009). However, drawing upon these reviews, I have selected models 
to be presented in more detail. Given the overall research focus on how to support university 
students’ intercultural competence development, three types of models seem particularly 
relevant – compositional, causal, and developmental models. While compositional models 
merely list components of intercultural competence, causal models also include statements 
about the interrelationships between them (Spitzberg & Changnon, 2009). Based on her 
findings from her study with leading scholars in the intercultural field, Deardorff (2006) 
created two models which will be presented in more detail in the next section – the Pyramid 
and the Process Model of Intercultural Competence. While the Pyramid Model could be 
considered predominantly compositional, the Process Model makes some causal statements. 
Developmental models employ yet a different focus by identifying stages through which the 
development of intercultural competence is assumed to progress over time (Spitzberg & 
Changnon, 2009). One of the major developmental models is the Development Model of 
Intercultural Sensitivity (DMIS) by Bennett which will be introduced in more detail.  
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In their review of intercultural competence models, Spitzberg and Changnon (2009) 
further distinguish co-orientational and adaptational models. Co-orientational and adaptational 
models put emphasis on the interpersonal or interactional aspect of intercultural competence 
and focus on several interactants (Spitzberg & Changnon, 2009). Thus, they appear less 
relevant to this research which has a focus on the individual development of intercultural 
competence among university students. Furthermore, co-orientational models tend to have a 
strong linguistic focus, whereas adaptational models focus on the process of mutual 
adjustment. The former model does not seem relevant for this research due to its strong 
linguistic focus, whereas the latter appears less suited as this research is not looking home-
host culture acculturation. In addition to introducing the above-mentioned models in detail, 
additional aspects of intercultural competence and its development will be discussed by 
briefly introducing the notion of intercultural practice put forward within the Personal 
Leadership methodology by Schaetti, Ramsey, and Watanabe (2008) as well as by offering an 
overview of non-Western approaches to intercultural competence.  
 
2.3.1. Deardorff’s Pyramid and Process Model 
As presented above, Deardorff’s (2006) Delphi study yielded a total of 22 elements of 
intercultural competence on which at least 80% of the intercultural scholars (as well as higher 
education administrators) agreed. This list can visually be represented in multiple ways and 
Deardorff has organized it into the so-called Pyramid Model of Intercultural Competence 
(figure 2.1). While this model is predominantly compositional, it entails causal assumptions as 
Deardorff (2006) generally assumes that lower level components enhance upper levels. More 
specifically, this means that attitudes such respect, openness, curiosity and discovery 
constitute “a fundamental starting point” (Deardorff, 2006, p. 255) for individuals to build the 
knowledge and skills needed to achieve desired internal and external outcomes.  
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Figure 2.1. Pyramid Model of Intercultural Competence (adapted from Deardorff, 2006, p. 
254) 
 
In the Pyramid Model, the focus is on the 22 elements of intercultural competence found in 
the Delphi study. Causal relationships between different facets are captured more extensively 
in Deardorff’s (2006) Process Model of Intercultural Competence (figure 2.2). This model is 
an alternative visualization of the same 22 elements that “depicts the complexity of acquiring 
intercultural competence in outlining more of the movement and process orientation that 
occurs between the various elements” (Deardorff, 2006, p. 257). The Process Model focuses 
on movements from the personal level, i.e. an individual’s attitudes, knowledge, and skills, to 
the interaction level, i.e. the actual intercultural situation with the internal and external 
outcomes. Again, attitudes are assumed to provide the starting point of the cycle and the 
arrows indicate that the process of developing intercultural competence is a continuous 
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process in which “one may never achieve ultimate intercultural competence” (Deardorff, 
2006, p. 257). 
 
Figure 2.2. Process Model of Intercultural Competence (adapted from Deardorff, 2006, p. 
256).  
 
A closer look at the arrows in figure 2.2 reveals that direct movement from attitudes and/or 
knowledge and skills to external outcomes is possible. Yet, it is assumed that “the degree of 
appropriateness and effectiveness of the outcome may not be nearly as high as when the entire 
circle is completed and begins again” (Deardorff, 2006, p. 257). In other words, it might be 
possible for an individual to behave and communicate appropriately in an intercultural 
situation without full achievement of a frame of reference shift, yet the degree of 
appropriateness and effectiveness is assumed to be more limited than if this internal outcome 
has been achieved as well (Deardorff, 2006). Thus, the Process Model of Intercultural 
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Competence captures the idea of different degrees of intercultural competence depending on 
the extent to which its various components have been achieved by an individual. Though this 
supports the notion of developmental stages of intercultural competence, both ways of 
visualizing the model derived from Deardorff’s research primarily offer information on the 
different components of intercultural competences rather than a framework for how it 
develops over time. As this dissertation seeks to explore how students can be supported in 
reaching higher levels of intercultural competence, intercultural competence development is at 
the core of this research. Both the Pyramid and the Process Model of Intercultural 
Competence offer valuable insights into the components of intercultural competence that 
could be targeted in an elective course. Yet, they are not sufficient to understand the process 
of intercultural competence development and how to foster it as part of the formal curriculum. 
Thus, the next section introduces the Developmental Model of Intercultural Sensitivity 
(DMIS), an influential developmental model of intercultural competence.  
 
2.3.2. Developmental Model of Intercultural Sensitivity (DMIS)   
The Developmental Model of Intercultural Sensitivity (DMIS) has been developed by Milton 
Bennett (M. J. Bennett, 1986) in the late 1980s. Bennett based the model on theoretical 
reasoning as well as his own experience in the field and discussions with fellow practitioners. 
One of the main purposes of the DMIS has always been to inform training design, offering 
intercultural trainers a framework for selecting and sequencing training methods and materials 
as to facilitate movement along the continuum towards more advanced stages. The DMIS is 
comprised of six stages, as depicted in figure 2.3, each of which represents a way of 
experiencing cultural differences (M. J. Bennett, 1986). The middle point separates 
ethnocentric and ethnorelative1 stages and represents a crucial turning point in how 
                                                          
1 Within the framework of the DMIS, ethnorelativism is used as an antonym to ethnocentrism and not as a 
philosophical or ethical position in its own right (M. J. Bennett, 1986, 1993).  
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individuals experience cultural differences. While the terms intercultural competence and 
intercultural sensitivity are frequently used synonymously, it is only in the ethnorelative 
stages that one would speak of intercultural competence (M. J. Bennett, 1986).  
 
 
Figure 2.3. Development Model of Intercultural Sensitivity (based on M. J. Bennett, 1986) 
 
Overall, the six stages of the DMIS describe development towards an increased ability of 
coping with cultural differences. Initially, cultural differences are experienced as threatening 
and thus avoided or denied. As individuals develop more intercultural sensitivity, they 
increasingly perceive cultural differences as nonthreatening or even enriching (M. J. Bennett, 
1986, 1993, 2004). While Bennett acknowledges the affective, cognitive, and behavioral 
dimensions of intercultural competence, he argues that its development is multidimensional 
and that the three dimensions are often blurred within each stage. Yet, one can hypothesize 
that cognitive development comes first in terms of creating meaningful categories for cultural 
differences, followed by an affective reaction to this development (e.g. experiencing cultural 
difference as threatening to one’s worldview), leading to a behavioral response which in turn 
results in cognitive restructuring and consolidation of categories, new affective appreciation 
of cultural differences and behavioral applications. (M. J. Bennett, 1986, 1993, 2004) 
The following paragraphs are based on Bennett’s writings about the DMIS (M. J. 
Bennett, 1986, 1993, 2004) and offer an overview of the six stages including a brief 
discussion of factors inhibiting and promoting movement to the next stage, relating it to the 
higher education context and how to support students’ intercultural competence development. 
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The first three stages are ethnocentric stages whereby ethnocentrism is defined as “assuming 
that the worldview of one’s own culture is central to all reality” (M. J. Bennett, 1993). In the 
denial stage, the existence of cultural differences is simply denied, often due to lack of 
exposure to other cultures. Within the higher education context, this might pertain to students 
who grew up in small towns with very homogeneous populations, thus having little to no 
experience of cultural difference upon entering university. Consequently, students might lack 
meaningful cognitive categories for cultural difference and experience their worldview as 
central to all reality because it has not yet been challenged by other views. To support 
students in moving past this stage, exposure to cultural differences is required, ideally in the 
form of cultural awareness activities and facilitated intercultural contact. This could be 
achieved through campus activities such as a Multicultural Week or Intercultural Dinner. 
Jacobs University Bremen, for example, hosts Country Information Days (CIDs) on campus 
during which students from a specific country or region present information on their 
country/region, as well as performances (dance, music, art), and food. It is important to 
highlight that such activities expose individuals to rather superficial cultural differences, such 
as cuisine, art, or history, to encourage differentiation of general categories of cultural 
difference. According to Bennett, any discussion of more significant, deeper cultural 
differences (e.g. in communication styles) should be avoided at this stage because it might 
overwhelm the learner and easily trigger individuals to retreat into separation and isolation to 
remain in a state of denial.  
As individuals start perceiving cultural differences, they enter the next stage which is 
called defense. University students might increasingly be confronted with students from other 
cultural backgrounds in class. This experience of cultural differences tends to make people 
feel that there is threat to their sense of reality and identity which previously have remained 
unchallenged. It might be the first time for some students to experience situations in which 
others view and do things differently, for example regarding asking questions in class. 
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Students might be used to speak up in class and challenge the instructor on content matters, 
but this could be perceived as inappropriate behavior by students from cultures in which such 
behavior implies a loss of face for the instructor. Being confronted with this cultural 
difference is likely to lead to a defensive reaction – hence the name of this stage. Defense can 
take different forms – either a negative evaluation of the other culture, i.e. adopting a 
derogatory attitude toward it and relying on negative stereotypes (e.g. “These Chinese 
students always agree with the teacher, they cannot think independently”), or a positive 
evaluation of one’s own culture, i.e. adopting an attitude of cultural pride (e.g. “We Germans 
are very good in critical thinking and speaking our mind”). A special case of defense is 
reversal in which an individual engages in negative evaluation of his or her own culture and 
praises another culture. This phenomenon has frequently been observed among high school 
exchange students who might adopt an extremely critical attitude about their home culture and 
overemphasize the positive aspects of their host culture (e.g. “In the USA, people are so much 
friendlier and open, in Germany everyone is just always complaining”). While this attitude 
often appears more interculturally sensitive than expressions of denigration or superiority, it 
nevertheless represents an ethnocentric mindset and a defensive reaction to cultural 
differences. Development beyond the defense stage can be facilitated by allowing feelings of 
cultural pride while simultaneously drawing people’s attention to commonalities across 
cultures. Emphasizing commonalities across cultures can pave the way for the next stage by 
offering learners a shift in focus from threat to something more positive.  
This sets the stage for the third and last of the ethnocentric stages called minimization, 
marking the crucial transition to ethnorelativism. In this stage, individuals attempt to preserve 
their ethnocentric worldview by trivializing cultural differences and overemphasizing 
similarities. In minimization, cultural difference is experienced as relatively unimportant 
based on a feeling that “we are all the same, we are all human”. Though such an attitude 
might appear quite interculturally sensitive to many people, it is important to keep in mind 
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that it still reflects a rather ethnocentric perspective, assuming everyone is like oneself and 
thereby neglecting meaningful cultural differences. Individuals in minimization tend to 
believe that intercultural communication will function if only everyone is truly themselves – if 
this belief is violated and communication goes wrong, individuals in minimization are at high 
risk of retreating back into defense. Another major barrier to development is that people 
trivialize cultural differences and thus tend to underestimate the importance of intercultural 
sensitivity. At the same time, the transition from this to the next stage represents a major shift 
to more ethnorelative views. To facilitate this shift, emphasis should be put on cultural self-
awareness. For intercultural learning interventions at university, this could mean to engage 
students in discussions, simulations, and reflections of personal experience. Such activities are 
likely to result in feelings of confusion among students. Therefore, instructors need to provide 
sufficient support to accept this confusion without retreating back into the comfort of previous 
ethnocentric stages.  
Once individuals have successfully made the shift, they enter the first ethnorelative 
stage, called acceptance. Ethnorelativism is to be understood as the antonym to ethnocentrism 
and is characterized by “the assumption that cultures can only be understood relative to one 
another and that particular behavior can only be understood within a cultural context” (M. J. 
Bennett, 1993). In contrast to the ethnocentric experience of cultural differences as a threat, an 
ethnorelative perspective sees cultural differences as something inevitable and potentially 
enjoyable. The stages of ethnorelativism begin with acceptance, i.e. acknowledging and 
accepting cultural differences without perceiving them as threatening. Individuals in this stage 
tend to be curious about cultural differences and accept them as a given without retreating into 
defensive reactions. However, they are not yet able to adapt their behavior to other cultural 
contexts. Individuals start to develop cultural self-awareness by understanding their own 
world view as a relative cultural construct. They furthermore become increasingly able to 
recognize cultural differences in verbal and nonverbal behavior. The emerging ethnorelative 
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view can be strengthened by reinforcing such recognition processes and encouraging 
individuals to respect differences without judging them. Yet, there are two major barriers to 
further development in this stage. There is a risk that individuals get stuck in mere recognition 
of cultural differences without starting to accumulate knowledge and skills to build their 
capacity to respond and adapt to such differences. Another risk is that value differences might 
be perceived as offensive to one’s own way of seeing the world, making individuals prone to 
retreat into defensive reactions. To encourage development towards the next stage, instructors 
should encourage students to learn more about other cultures and developing their ability to 
adapt to cultural differences. One way of motivating and fostering this ability is to conduct 
simulations in which students can experience how adaptation can help collaboration across 
cultures to achieve common goals.   
Once individuals appreciate cultural differences and start developing their skills to 
interact with culturally different others, they enter adaptation stage. The terminology has 
deliberately been chosen to stress that it is not about assimilation, but about expanding one’s 
repertoire of skills, such as flexibility in switching communication styles when necessary. 
Bennett describes adaptation as an additive process in which individuals maintain their 
worldview, skills and preferences, but extend them with new skills. Development within this 
stage occurs when individuals progress on their empathetic skills, becoming better able to 
temporarily shift their perspective and frame of reference to experience the situation from the 
other person’s viewpoint. Making progress within this phase can go on for years, with 
individuals gaining more knowledge on other cultures, becoming more fluent in foreign 
languages, improving their understanding of different communication styles and nonverbal 
behaviors, and improving their sensitivity to how situations can be perceived differently 
depending on one’s cultural perspective. To support learners in progressing, it is important to 
encourage linking knowledge with the practice of ethnorelative empathy. Yet, two challenges 
that individuals might face are mutual empathy, i.e. both interactions partners shifting to the 
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other’s perspective simultaneously, and struggling with how to express respectful 
disagreement with other cultural views or behaviors. To support students’ development of 
empathy and ability to adapt to culturally different contexts, instructors should provide 
opportunities for interaction with culturally different others, such as facilitating multicultural 
group discussions, empathy training, or small group work with culturally different 
participants. Generally, instructors can take more of a supportive facilitator role, helping 
students to progress in their own learning. Another issue that needs to be addressed is that of 
authenticity and the question of how to adapt to culturally different ways and still be true to 
yourself. To resolve that challenge, students should be encouraged to broaden their sense of 
how they define themselves to include a wider repertoire of perception and behavior that they 
perceive as authentic.  
Before introducing the last stage of integration, it is important to note that according to 
Bennett, movement to this stage does not represent significant improvement in intercultural 
competence. Rather, it has been added to the model to capture a fundamental shift in how 
some individuals define their cultural identity, especially those who have been immersed in 
two or more cultures for longer periods of time. While they might be able to naturally move in 
and out of different ways of perceiving and behaving, it typically comes hand in hand with 
some level of identity crisis. If individuals fail to resolve this crisis, they might constantly feel 
alienated and become encapsulated marginals. However, if individuals manage to develop a 
coherent sense of self in which moving in and out of different cultural frames of reference is a 
positive and necessary part of one’s identity, they can develop into so-called constructive 
marginals. Such people show strong abilities to flexibly shift perspective and chose 
appropriate behavior for different cultural contexts. To support students who are in the 
integration stage in becoming constructive rather than encapsulated marginals, Bennett 
recommends introducing them to this stage to help them reflect upon their experience. This 
can help students understand the potential of their position as powerful, enabling them to 
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mediate between different cultures. For that, it can also be helpful to connect them with peers 
who are in the same stage, allowing them to develop a sense of belonging to a group of 
constructive marginals who share their experience and potential. However, it is important to 
keep in mind that while this stage is highly interesting to individuals experiencing 
multicultural identity challenges, it does not represent the desirable end point of developing 
intercultural sensitivity. For many students, continuous learning within the adaptation stage 
constitutes ever higher degrees of intercultural competence – with Bennett agreeing that 
reaching the end of the continuum, no matter whether this means in the adaptation or 
integration stage, does not equal an end of the intercultural learning process.  
As mentioned in the beginning of this section, Bennett based the development of the 
DMIS on his own theoretical reasoning, practical experience, and discussions with 
intercultural practitioners. However, efforts to construct a measure that could identify the 
DMIS stage of an individual soon followed. The 50-item Intercultural Development Inventory 
(IDI) has been developed in multiple phases, a process described in detail by Hammer, 
Bennett and Wiseman (2003). Confirmatory factor analysis, reliability analyses and construct 
validity tests with different samples validated all seven dimensions of the DMIS, i.e. denial, 
defense, reversal, minimization, acceptance, adaptation, and encapsulated marginality 
(Hammer et al., 2003). However, Hammer et al. (2003) found empirical overlap between 
denial and defense and acceptance and adaptation and good fit for a five-dimensional model 
with denial/defense, reversal, minimization, acceptance/adaptation, and encapsulated 
marginality. Yet, additional validity testing of the IDI with a larger, cross-culturally diverse 
sample of 4763 participants strongly supports the original DMIS dimensions, i.e. denial, 
defense, reversal, minimization, acceptance, and adaptation, as well as the integration stage or 
encapsulated marginality (Hammer, 2011). Based on these empirical findings, Hammer 
(2011) further concludes that minimization is “a transitional orientation toward cultural 
differences and commonalities, between the more monocultural (ethnocentric) orientations of 
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Denial and Polarization (Defense, Reversal) and the more intercultural mindsets of 
Acceptance and Adaptation” (Hammer, 2011, p. 486). Finally, Hammer (2011) argues that 
criterion validity testing from two additional studies supports the predictive validity of the IDI 
in the study abroad context “in terms of knowledge of the host culture, intercultural anxiety, 
intercultural friendships, and post sojourn overall satisfaction with the study abroad 
experience” (Hammer, 2011, p. 486). 
The IDI has widely been used in study abroad research, assessing students’ 
development of intercultural sensitivity before and after the sojourn (cf. e.g. Anderson & 
Lawton, 2007; Engle & Engle, 2004; Medina-Lopez-Portillo, 2004; Rexeisen, R. J., 
Anderson, P. H., Lawton, L., & Hubbard, 2008; Sample, 2013; Vande Berg, Connor-Linton, 
& Paige, 2009). More recently, the pre-test results of an intervention study with 314 students, 
faculty, and staff of a Nursing College in the USA showed that the majority of the sample is 
in minimization (Kruse, Didion, & Perzynski, 2014). Similarly, a review of studies using the 
IDI in the context of teachers and teacher education students suggests that 88-100% of them 
are in minimization or below as are up to 70% of teacher education faculty (Cushner, 2015). 
As mentioned in the beginning, the DMIS can serve the training design process, highlighting 
that people at different stages of the developmental continuum have different needs 
concerning intercultural training, its content and methods. If most of the students in this study 
also were in minimization, the first sessions of the course could focus on cultural self-
awareness, using discussions and reflections of personal experience for students to discover 
their own cultural identities and preferences as well as learn about those of their fellow 
students. Furthermore, the course design should ensure that students receive sufficient support 
to prevent them from being overwhelmed and encourage their openness to and curiosity about 
cultural differences. From there, the course could include content and activities that help 
students to learn more about cultural differences, recognize them, suspend their judgment, and 
develop their abilities to flexibly adapt their behavior to different interaction partners and 
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situations. This topic will be addressed again in chapter 4 when presenting the evidence-based 
design process.  
The models presented so far offer a conceptual framework for this dissertation in terms 
of describing dimensions of intercultural competence as well as stages of development. They 
thereby serve the course design process in selecting which aspects of intercultural competence 
to target and how to select and sequence content and methods to foster learning without 
overwhelming students. To complement the conceptual framework, the following sections 
explore the potential role of self-reflection in intercultural competence development as well as 
non-Western perspectives on intercultural competence.  
 
2.3.3. Personal Leadership: Supporting Intercultural Practice through Self-Reflection 
A question that is not explicitly addressed in any of the models presented so far is how to 
practice intercultural competence under stress or when being exhausted, when cognitive 
capacities are limited, or important values are threatened. How can individuals transfer their 
attitudes and knowledge into action, especially in more challenging or critical intercultural 
interactions? To address this aspect, I am incorporating the Personal Leadership methodology 
by Schaetti et al. (2008; 2009). Personal Leadership is less of a theory and more of a practical 
methodology. It has been developed in the 1990s in an action research project within the 
context of the Summer Institute for Intercultural Communication (SIIC) in the USA. The 
action research has been inspired by the observation that people who sincerely cared about 
interacting effectively and appropriately with culturally different others nonetheless often had 
a hard time doing so at SIIC. Schaetti et al. (2008, 2009) asked themselves how individuals 
can be supported in turning their motivation, culture-specific and culture-general knowledge 
into intercultural practice. Drawing upon research from different disciplines such as 
intercultural communication, leadership development, whole-person self-development, 
education, and positive psychology, they developed a framework for reflective practices that 
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enable people to remain open-minded, mindful, and creative even when confronted by 
uncertainty and confusion in light of cultural differences (Schaetti et al., 2008).  
Personal Leadership entails a guide of questions that foster self-reflection to become more 
mindful of one’s judgments, emotions, and physical sensations, as well as to cope with 
ambiguity by framing it as an opportunity to explore new ways of being and doing. It actively 
encourages cultivating stillness, be it by conscious breathing, meditation, or other techniques, 
and holding a vision for oneself to confront challenging situations more consciously (Schaetti 
et al., 2008, 2009). The underlying assumption of Personal Leadership is that we have a 
choice of how to respond in critical or challenging situations – either we react on auto-pilot or 
we take a more deliberate approach based on mindfulness and self-reflection. Personal 
Leadership is used by a group of intercultural trainers and coaches around the world2. Based 
on personal conversations with trainer colleagues, I am aware that many of them are using 
Personal Leadership in intercultural competence courses in higher education. However, to 
date, there only is anecdotal evidence and no published research on using Personal Leadership 
in such courses. I am including Personal Leadership in this research to contribute empirical 
insights into the potential use of this self-reflection method to support students in practicing 
intercultural competence.  
 
2.3.4. Non-Western Perspectives on Intercultural Competence 
Though there are plenty of intercultural competence models, most of them capture a Western 
perspective. Non-Western perspectives on intercultural competence have only started to 
emerge in publications in more recent years (Arasaratnam-Smith, 2017; Spitzberg & 
Changnon, 2009; Wang et al., 2017). Out of these publications on non-Western perspectives, 
                                                          
2 There are about 30 facilitators of Personal Leadership, based in the USA, Europe, and parts of Asia, who are 
officially recognized by PL Seminars, an organization that teaches the method and certifies facilitators in it. 
After learning about Personal Leadership at the Summer Institute for Intercultural Communication in 2015, I 
developed an interest to integrate it in my research. In the process, I also decided to become a certified facilitator 
of Personal Leadership, completing my recognition as a Senior Facilitator in December 2017.  
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the majority so far has been theoretical rather than empirical. Some prominent examples are 
the chapters on intercultural communication concepts in China, India, Latin America, Africa, 
and the Arab world included in The SAGE Handbook of Intercultural Competence (cf. e.g. 
Chen & An, 2009; Manian & Naidu, 2009; Medina-López-Portillo & Sinnigen, 2009; Nwosu, 
2009; Zaharna, 2009). A common theme across most of these chapters is a more collective or 
group-oriented way of thinking about intercultural competence. Authors discuss the 
importance of consensus-seeking and community from the African perspective (Nwosu, 
2009), and the strong commitment to groups (such as families) and their goals from an Arab 
perspective (Zaharna, 2009). The Chinese perspective conceptualizes interpersonal 
communication in the context of “dynamic movement between yin and yang” making it a 
continuous process with focus on “mutuality, respect, and honesty” (Chen & An, 2009, p. 
199), while the Indian perspective similarly emphasizes mutual respect, responsibility, 
acceptance (Manian & Naidu, 2009, p. 246). 
In their chapter on the Latin American perspective, Medina-López-Portillo and 
Sinnigen (2009) have discussed intercultural competence in relation to indigenous social 
movements which emerged in response to colonial structures. The link to colonialism is also 
made in a more recent publication by Steyn and Reygan (2017) with regard to South African 
higher education. With reference to the student protests in South Africa in 2015, the authors 
have argued that intercultural competence needs to be conceptualized not only in terms of 
facilitating intercultural contact but also in terms of decolonizing higher education. In that 
sense, efforts to conceptualize intercultural competence for the South African higher 
education context should address the Western bias in existing concepts and discuss African 
approaches to communication as well as acknowledge the colonial legacy in South Africa. 
The authors concluded: 
“In the post-Apartheid, post-colonial context, an understanding of intercultural competence in 
higher education in South Africa must be underpinned by cognisance of the need to redress 
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often-traumatic economic and political processes that are both contemporary and historical and 
the moral imperative to engage in renegotiation of personal subjectivities shaped within such 
relations. Communication constitutes much more than the sharing or exchange of messages 
and information but is rather inextricably bound up with power as well as the power to define 
meaning and in this context should not be used to reinforce established power relations as a 
means of maintaining the status quo.” (Steyn & Reygan, 2017, p. 91)  
This example from the South African context reinforces the idea that higher education 
institutions need to be very clear and explicit on what exactly students are supposed to learn 
to become more interculturally competent. How to conceptualize intercultural competence for 
a specific target group does not only depend on the developmental stage students are in, as 
highlighted in the DMIS, but also on their specific context.  
Another example highlighting the relevance of cultural context comes from recent 
writings by Chinese authors. In his theoretical paper, Luo (2013) proposes a culture-specific 
intercultural competence model for the Chinese business context that incorporates the concept 
of guanxi3. In his view, such a model does not replace existing Western models, but rather 
complements them by adding elements from a specific cultural context. In their review of 
intercultural competence papers from China published between 2002 and 2016, Wang et al. 
(2017) conclude that intercultural competence has emerged as a topic within foreign language 
education in China. Based on that, publications have largely focused on the distinction of 
language proficiency and intercultural competence and how to move intercultural competence 
into general education courses. Wang et al. (2017) further point to empirical studies on the 
design and evaluation of intercultural competence interventions and assessment instruments in 
the Chinese context. One example is research by Wang and Kulich (2015) who derived a list 
of ten intercultural competence aspects from qualitative data obtained from n=57 students at a 
                                                          
3 Guanxi refers to social capital, defined as an “intricate and pervasive relational network which Chinese 
cultivate energetically” (Luo, 2003, p. 73), which is created by a group of individuals who have something in 
common and who produce guanxi which also entails obligations based on the rule of reciprocity (Luo, 2003). 
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Chinese university. They conclude that most of these aspects fit into Western frameworks, but 
point to emic aspects such as “heart attitude” and a more collectivist, group-oriented approach 
to intercultural competence focusing on mutual respect and understanding. More specifically, 
students in this study referred to “heart attitude” or “xintai” to capture the emotional, intuitive 
aspect of intercultural communication and discussed the need to transform negative “xintai” 
like anxiety into positive “xintai” like peace or decency (Wang & Kulich, 2015). Another 
emic aspect found in this study pertains to a more collective approach to conceptualizing 
intercultural competence which puts importance on groups and interpersonal networks, 
including paying attention to mutual understanding, guanxi, sincerity of thoughts, and 
ingroup/outgroup tolerance. Furthermore, many students reflected upon their sense of how 
Chinese traditional philosophical ideas overlap with the concept of intercultural competence. 
Concerning implications of their study for international higher education, the authors argued 
for considering more ethnographic approaches to intercultural teaching and learning as well as 
mixed methods assessment approaches. The latter could involve adding qualitative measures 
like reflective reports to gain a more contextualized understanding of students’ intercultural 
competence development (Wang & Kulich, 2015).   
On the one hand, the theoretical and empirical examples from China and South Africa 
demonstrate that context matters for conceptualizing intercultural competence in higher 
education. While it seems that Western models of intercultural competence can serve as a 
general framework in those contexts, they should be critically reviewed, expanded or adapted 
to contribute to a comprehensive understanding of intercultural competence in any specific 
higher education setting. On the other hand, studies like the one by Wang and Kulich (2015) 
highlight the importance of using qualitative tools like reflection papers to gain insights into 
students’ subjective understanding and experience of intercultural competence and its 
development.   
 
42   THEORETICAL BACKGROUND         
2.4. Summarizing the Conceptual Framework of Intercultural Competence 
Before reviewing empirical research on students’ intercultural competence development in 
higher education, this section presents how intercultural competence is conceptualized in this 
dissertation, based on the models presented above. Following Deardorff’s Pyramid Model, 
intercultural competence is seen as a multi-dimensional construct which includes affective 
(attitudes), behavioral (skills), and cognitive (knowledge) components which support 
intrapersonal (or internal) outcomes and interpersonal (or external) outcomes. If we seek to 
support students’ intercultural competence development, we need to address the multi-
dimensional nature of this concept, both in course design and assessment.  
Another aspect taken from the Pyramid Model is the complexity of intercultural 
competence with its specific elements for each of the dimensions. The 22 elements found in 
the Delphi study by Deardorff (2006) provide an overview of potential facets of intercultural 
competence which could be targeted in an elective course for students. However, looking at 
recent non-Western discourses on intercultural competence has revealed the importance of 
being open to context-specific aspects and students’ subjective understanding of intercultural 
competence (Steyn & Reygan, 2017; Wang & Kulich, 2015). Thus, Deardorff’s Pyramid 
Model serves as an initial framework for intercultural competence which is complemented by 
aspects emerging from students’ data in the empirical part of this dissertation.  
The question of how intercultural competence develops over time is at the core of this 
research. One underlying assumption is that intercultural competence development is a never-
ending process, thus any intervention at university is only part of a lifelong learning process. 
This assumption is shared by Deardorff (2006) in her discussion of the Process Model of 
Intercultural Competence. It also receives support from Bennett in his writings on the DMIS 
(M. J. Bennett, 1986, 1993, 2004). The DMIS further provides a framework for understanding 
the stages in which intercultural competence develops. It informs this research by offering 
ideas for how to support students in different stages of their development and how to balance 
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challenge and support to foster students’ learning process. In practice, this means to help 
students transform their experiences inside and outside the classroom into meaningful 
learning and selecting learning activities with awareness for how challenging they are for 
learners at different stages. In the DMIS, one of the major shifts is from minimization to 
acceptance/adaptation. It is assumed that at least part of the target group in this research is 
somewhere between minimization and acceptance with some level of curiosity about other 
cultures. Thus, it seems that promoting cultural self-awareness is fundamental to any efforts 
of developing intercultural competence. Building upon cultural self-awareness and attitudes 
such as open-mindedness and curiosity, both Deardorff’s models and the DMIS suggest that 
further learning goals for students could be increasing the complexity of their understanding 
of cultural differences, practicing perspective-taking and skills of observing and reflecting, as 
well as to build and broaden their abilities to adapt to culturally diverse contexts. Especially 
with regard to the latter, the Personal Leadership methodology (Schaetti et al., 2008, 2009) 
points to the importance of self-reflection and helping students explore ways of practicing 
their intercultural competence not only in situations where cultural diversity is inspiring and 
fun, but also in situations where it is challenging or where students feel insecure, 
misunderstood, or frustrated.  
Overall, this research conceptualizes intercultural competence as a multi-dimensional 
construct, acknowledging that the design process and evaluation of the course must address its 
various dimensions and facets. Intercultural competence is further conceptualized as a lifelong 
learning process which proceeds in stages, highlighting the importance of tailoring the course 
to the target group’s specific learning needs. Before presenting more details on the research 
design and the course design process, the next section will offer an overview of the empirical 
research on intercultural competence in higher education.   
 
44   THEORETICAL BACKGROUND         
2.5. Empirical Research on Intercultural Competence in Higher Education  
As stated in the introductory chapter, intercultural competence is increasingly seen as a 
desired learning outcome in higher education. The wish to foster students’ intercultural 
competence seems to be related to various expected outcomes, such as supporting the 
academic and social integration of international students and promoting positive relationships 
among students of different cultural backgrounds, both in and outside the classroom. Beyond 
these immediate university-life-related benefits, intercultural competence is a soft skill that is 
increasingly requested by the labor market. Across the globe, the professional world is 
looking for university graduates who are prepared to work in global, multinational and diverse 
environments (Brinkmann & Van Weerdenburg, 2014; Jon, 2013; Ramirez R., 2016). 
Furthermore, many graduates might find themselves living and working in multicultural 
communities and societies. Intercultural competence is seen as enabling them to be good 
citizens who are able to approach local and global issues in a critical, ethnorelative way and 
generally contribute to harmonious relationships (Hart, Lantz, & Montague, 2017; Jon, 2013), 
a view shared and reinforced in various policy documents of the European Union (Council of 
Europe, 2008, 2011; Huber, 2012).  
In recent years, higher education institutions from around the world seem to have 
become increasingly aware of their role in responding to societal needs and prepare their 
graduates to be global professionals and responsible citizens (Gregersen-Hermans, 2017). Yet, 
it remains questionable to what extent internationalization efforts of higher education 
institutions lead to more interculturally competent graduates. Oftentimes, internationalization 
is less about the benefits for students but rather pursued in hope of financial benefits, such as 
money from the tuition fees of overseas students (Jon, 2013). Even if universities focus on 
benefits for students, they tend to rely on the myth that exposure equals competence, thus 
limiting their efforts to creating opportunities for exposure through study abroad, internships 
or field trips abroad (Jackson, 2015a; Leask, 2010; Yan Lo-Philip et al., 2015).  
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Yet, it is important to add that internationalization efforts do not exclusively focus on 
international students. From the 1990s onwards, higher education institutions in Europe, the 
UK, and Australia increasingly paid attention to their non-mobile domestic students (Leask, 
2010). The term Internationalization at Home (IaH) has been introduced to capture the idea 
that cultural diversity on campus, resulting from increasing student mobility, could also 
benefit domestic students and provide them with intercultural learning opportunities. IaH 
shifted attention to including domestic instructors and students in any efforts to promote 
intercultural learning, as expressed by Otten (2003):  
“A common concern of IaH and diversity plans is that domestic teachers and students should 
be included in international programs as intercultural learners. In fact, it could be argued that 
they need intercultural support more desperately than the international students” (Otten, 2003, 
p. 20) 
Taking this idea further, some authors have pointed to the diversity among domestic students 
in terms of ethnicity, religion, gender, sexual orientation, or physical abilities (Dervin, 2017; 
Jon, 2013), arguing that this diversity should be used to encourage intercultural competence 
development among the entire student body:  
“As this diversity is reflected on campuses around the world, both through internationally 
mobile students and diverse local student populations, multicultural classrooms become a 
resource to be used purposefully to help develop intercultural skills for all students” (Jon, 
2013, p. 98). 
Yet, in a recent publication on intercultural competence in higher education, Gregersen-
Hermans (2017) concluded that most universities still assume that fostering exposure (within 
the framework of student mobility or IaH) will promote students’ intercultural competence 
and prepare them to live and work in a globalized world. This is in sharp contrast to research 
offering more and more evidence that exposure does not equal competence. There are some 
universities which use more systematic interventions to promote intercultural competence 
development among their students. However, these tend to be isolated measures in one 
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institution with little exchange of best practices and lessons learned across institutions. A 
noteworthy exception is a recently published edited book by Deardorff and Arasaratnam-
Smith (2017) which includes almost 30 case studies on interventions from across the globe, 
including a summary of this doctoral research (Binder, 2017). The subsequent sections first 
review research on the exposure is competence myth, followed by an overview of existing 
interventions to wrap up the status quo, lessons learned, and position this research in the 
empirical landscape.  
 
2.5.1. Exposure is Competence?  
Rising cultural diversity on campus often is connected to hopes, or even claims, that 
university students will become more interculturally competent, including domestic and 
international students. The “exposure is competence myth”, as Brinkmann and Van 
Weerdenburg (Brinkmann & Van Weerdenburg, 2014) have called it, can also be observed in 
business settings where human resource decisions tend to be based on people‘s international 
experience, assuming that more experience means more intercultural competence. In their 
research, Brinkmann and Van Weerdenburg (Brinkmann & Van Weerdenburg, 2014) have 
busted the “exposure is competence myth”. They found no evidence supporting the 
assumption that individuals who have been more exposed to other cultures have higher 
intercultural competence scores (such as expatriates, people from more culturally diverse 
countries, etc.). The authors have argued that one of the explanations for this might be that 
being in culturally diverse place means proximity to other cultures, but not necessarily 
interaction with culturally different others (Brinkmann & Van Weerdenburg, 2014).  
Rising student mobility in higher education has led to two assumptions, claiming that 
(1) study abroad positively impacts intercultural competence development of those who go 
abroad, and (2) rising diversity on campus offers opportunities for intercultural competence 
development among those who stay at home as well. However, empirical studies across 
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various study-abroad destinations and institutions with rising numbers of international 
students have painted a more nuanced picture, suggesting that exposure does not necessarily 
equal competence.  
 
Does study abroad contribute to intercultural competence development? 
This section will explore evidence for assumption 1 – suggesting that studying abroad 
contributes to intercultural competence development. One of the largest and most frequently 
cited studies has been the Georgetown Consortium Project by Vande-Berg, Connor-Linton, 
and Paige (2009) who gathered data from almost 1,300 U.S. students between 2003 and 2005. 
While most of the students participated in one of various study-abroad programs, the sample 
also included a control group of students who did not go abroad. All students completed the 
Intercultural Development Inventory (IDI) at two time points in a pre-/post-test design. 
Overall, the study-abroad group made significantly larger gains on the IDI than the control 
group which even showed a slight decrease. While prior international experience, such as 
living abroad, did not have a significant impact, prior language proficiency and taking classes 
in the host country language did contribute to intercultural learning as captured by the IDI. 
Overall, students who spent time with fellow home country nationals and host country locals 
made the biggest gains, as did those who received mentoring on-site during their stay abroad. 
Finally, Vande-Berg et al. (2009) found support that program duration mattered. While short 
programs lead to a slight increase at best, semester-long programs resulted in the greatest 
gains. For programs longer than one semester, they found a plateau effect.  
More recently, another large, longitudinal study on U.S. students’ intention to study 
abroad, actual study abroad participation, and effects of study abroad confirmed that study 
abroad contributed to communication skills, as well as understanding of moral and ethical 
issues (J. Luo & Jamieson-Drake, 2014). There are various other studies which have shown 
that study abroad can lead to increased intercultural competence (Anderson & Lawton, 2007; 
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Covert, 2014; Engle & Engle, 2004; Hamad & Lee, 2013; Jackson, 2015b; Ramirez R., 2016; 
Rexeisen, R. J., Anderson, P. H., Lawton, L., & Hubbard, 2008; Sample, 2013; Schartner, 
2016). However, these studies have highlighted the importance of certain conditions to foster 
intercultural competence development, such as opportunities for meaningful contact with host 
nationals, including housing arrangement, staying in host families or being involved in the 
local community (Engle & Engle, 2004; Jackson, 2015b; Rexeisen, R. J., Anderson, P. H., 
Lawton, L., & Hubbard, 2008); willingness to communicate with culturally different others 
(Hamad & Lee, 2013; Jackson, 2015b); availability and use of extracurricular activities 
(Jackson, 2015b); mentoring on-site, e.g. by home faculty (Engle & Engle, 2004; Rexeisen, R. 
J., Anderson, P. H., Lawton, L., & Hubbard, 2008); encouraging and facilitating critical 
reflection and active processing of experiences (McAllister, Whiteford, Hill, Thomas, & 
Fitzgerald, 2006; Sample, 2013; Schartner, 2016); as well as supporting students in 
developing self-efficacy and agency in intercultural interactions (Covert, 2014; Schartner, 
2016). While the majority of studies has focused on Western students’ study abroad 
experience, research on Asian students going abroad has emerged over the past years (e.g. 
Jackson, 2015b; Spencer-Oatey, Dauber, Jing, & Lifei, 2016; Yan Lo-Philip et al., 2015).  
Concerning program duration, various studies have supported the findings from the 
Georgetown Consortium Project, suggesting that longer programs lead to more pronounced 
improvements on intercultural competence measures such as the IDI (Engle & Engle, 2004; 
Medina-Lopez-Portillo, 2004). However, research by Engle and Engle (2004) compared 
students in a semester-long vs. year-long language immersion program and found that 
students made the greatest gains in the second semester, thereby disconfirming the plateau 
effect found by Vande Berg et al. (2009). Studies on short programs suggest that even 
programs of a few weeks can promote intercultural competence development, especially with 
regard to facets such as culture-specific knowledge, cultural identity reflection, and more 
appreciation and respect for other cultures (Medina-Lopez-Portillo, 2004; Root & 
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Ngampornchai, 2013). Other studies have compared study abroad to travel for leisure or 
informal education. Their findings seem to suggest that study abroad is more effective in 
promoting intercultural competence development than other types of going abroad which 
might be due to the more structured and intentional nature of study abroad programs (Parsons, 
2010; Stebleton, Soria, & Cherney, 2013). 
However, there are studies which paint a less optimistic picture, highlighting 
challenges such as promoting in-depth understanding of cultural differences, fostering self-
reflection, and students’ over-estimating their intercultural competence. Based on their 
analysis of students’ reflective assignments, Root and Ngampornchai (2013) concluded that 
despite evidence for some intercultural learning, there has been a lack of more in-depth 
understanding and reflection on cultural differences. Similarly, Sample (2013) discussed 
differences in how deeply students reflected in a longer study abroad program, with only few 
students exploring to what extent their experience confirmed or challenged existing theories 
they learned before. In another study, Bloom and Miranda (2015) used a mixed methods 
approach to explore the intercultural sensitivity development of U.S. students during a four-
week program to Spain. They concluded that progress on the quantitative instrument seemed 
to reflect students’ perception of intercultural sensitivity rather than their actual intercultural 
sensitivity, with qualitative data suggesting that such a short program did not led to “any 
dramatic shifts in (…) intercultural sensitivity” (Bloom & Miranda, 2015, p. 578). Similarly, 
Jackson’s (2015b) mixed methods study offered evidence that both, the study abroad and 
control group sample overestimated their intercultural competence. The mismatch between 
quantitative and qualitative data can go both ways as shown in Schartner’s (2016) study of 
international postgraduate students in the UK. While quantitative data suggested stagnation or 
decline in intercultural competence, qualitative data revealed that students felt more 
interculturally aware and confident in interacting with culturally different others (Schartner, 
2016).  
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 In conclusion, evidence seems to support the potential of study abroad programs for 
intercultural competence development. Yet, it also revealed conditions and factors 
contributing to its success in fostering intercultural competence, including opportunities for 
contact with locals and willingness to interact (on both sides), guided reflection, as well as 
support in developing self-efficacy. Furthermore, various studies have shown that duration of 
stay might determine how much progress students can make. Finally, recent research has 
demonstrated how mixed methods approaches can be used to gain deeper insights into 
students’ intercultural learning. On the one hand, qualitative data can complement and enrich 
the numbers from frequently used quantitative instruments like the IDI, enabling a more 
comprehensive understanding of how students experience their own learning. On the other 
hand, some studies have pointed to mismatches between quantitative and qualitative data. It 
seems worthwhile exploring mixed methods assessment further, adding to our understanding 
of how they can complement each other in assessing intercultural competence development.  
  
Does cultural diversity on campus create intercultural learning opportunities for all 
students? 
Let us now turn to assumption 2 arguing that increased student mobility creates intercultural 
learning opportunities for those who do not go abroad. Empirical research has consistently 
pointed to the lack of contact between local and international students. Thus, the potential for 
intercultural learning often goes largely unused for both sides – a challenge found across time 
and popular study-abroad countries, including Australia (Leask, 2009, 2010; Volet & Ang, 
1998), New Zealand (J. C. Brown & Daly, 2005; Campbell, 2012; Z. Zhang & Brunton, 
2007), the UK (Harrison & Peacock, 2010; Schartner, 2016; Spencer-Oatey et al., 2016), the 
USA (Halualani, Chitgopekar, Morrison, & Dodge, 2004a, 2004b), and Germany (Heublein, 
Özkilic, & Sommer, 2007; Stumpf, Gruttauer, & Bitzer, 2011).  
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Some studies have suggested that domestic and international students generally see 
value in cultural diversity and intercultural interactions (Leask, 2009, 2010; Osmond & Roed, 
2010). However, research also offered insights into the barriers to contact, as perceived by 
both sides. Several studies showed that domestic students tend to stay in homogeneous peer 
groups, reporting barriers to intercultural contact such as language barriers, concerns that 
international students could be a burden in group work, anxiety about potential 
misunderstands, lack of shared lifestyle (e.g. shared knowledge of popular culture, drinking 
habits), as well as a general sense of not being prepared to interact with culturally different 
others, i.e. low intercultural self-efficacy (Harrison & Peacock, 2010; Leask, 2009, 2010; 
Osmond & Roed, 2010; Summers & Volet, 2008). International students might prefer to 
interact and work with other international students who are non-native speakers as well, 
which might decrease anxiety, and/or might experience difficulties to become part of pre-
existing local groups (Osmond & Roed, 2010). Furthermore, some studies have observed 
tendencies to cluster with home country peers if there is a larger group of fellow nationals 
(Rienties, Nanclares, Jindal-Snape, & Alcott, 2012; Spencer-Oatey et al., 2016). The latter has 
been addressed in more depth in research on the experience of Chinese students in the UK, 
identifying barriers to socializing across cultures including individual factors (e.g. lack of 
willingness or confidence to interact in English, being there for the diploma only, being shy) 
as well as situational aspects (e.g. large group of Chinese, low levels of local students in some 
classes) and cultural factors (e.g. different concepts of friendships, different habits) (Spencer-
Oatey et al., 2016).  
With regard to the classroom and group work, research has repeatedly demonstrated 
that students tend to self-select into homogeneous groups (Ippolito, 2007; Leask, 2010; 
Osmond & Roed, 2010; Stumpf et al., 2011). If encouraged or forced to work in diverse 
groups for assignments, domestic students seem to see potential for becoming a more 
international person, while international students mainly frame it as an opportunity to make 
52   THEORETICAL BACKGROUND         
local friends. However, especially domestic students reported challenges such as language 
barriers, having extra work because of language discrepancies, as well as anxiety to offend 
culturally different others (Ippolito, 2007; Osmond & Roed, 2010). A frequently cited study 
by Summers and Volet (2008) showed that even if students self-select into diverse groups, 
this does not necessarily mean their attitude towards it became more positive or that they were 
inclined to do so again. In sum, they and other authors have concluded that instructors need to 
purposefully plan multicultural group work, support students in the process, for example by 
offering help in developing skills needed for it, and be very explicit about the value and 
benefits of such group work (Rienties et al., 2012; Stumpf et al., 2011; Summers & Volet, 
2008).  
Overall, empirical evidence strongly suggests that higher education institutions need to 
actively create opportunities for contact between domestic and international students. It 
further seems important to increase students’ self-efficacy and abilities to decrease anxiety 
and make the most out of contact with students of other cultural backgrounds. This 
dissertation seeks to add to our understanding of how universities can promote and facilitate 
meaningful intercultural contact through an elective course. Such a course does not only offer 
opportunities for intercultural contact, but also supports students in developing intercultural 
competence, thereby encouraging and enabling them to seek intercultural contact and 
collaboration in other courses and beyond. The next section reviews research offering insights 
into how to foster students’ intercultural competence development, both in the formal and 
informal curriculum.  
 
2.5.2. Facilitating Students’ Intercultural Competence Development 
In response to the emerging understanding that exposure to cultural diversity on campus 
might not be sufficient to foster intercultural contact between domestic and international 
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students, studies were conducted to test various interventions seeking to promote intercultural 
contact and learning.  
Interventions merely aimed at promoting intercultural contact assume that contact 
leads to intercultural learning, an idea that has been derived from the contact hypothesis. Most 
sources credit Allport with introducing the contact hypothesis in his book The Nature of 
Prejudice (1954). However, the idea that intergroup contact can reduce bias and prejudice 
seems to have been around since the 1930s. It emerged from observations showing that White 
students, soldiers, and seaman in the U.S. who had contact with Black counterparts had more 
positive interracial attitudes than those who had no such contact (Dovidio, Gaertner, & 
Kawakami, 2003). Dovidio et al. (2003) discussed how this led to empirical research on how 
contact might influence intergroup relations, including the well-known Robbers Cave 
experiment conducted by Sherif and colleagues in 1954 which highlighted conditions for 
successful intergroup contact. Within this theoretical and empirical context, Allport 
introduced four prerequisite conditions for successful contact that reduces intergroup conflict 
and promotes harmonious intergroup relations, including “(1) equal status within the contact 
situation; (2) intergroup cooperation; (3) common goals; and (4) support of authorities, law, or 
custom” (Dovidio et al., 2003, p. 7). Dovidio et al. (2003) reviewed the large body of research 
which tested these four conditions, concluding that empirical evidence generally supports the 
four aspects introduced by Allport, and in particular the role of cooperative interdependence. 
However, two additional conditions emerged from research, including the opportunity for 
personal contact (between members of different groups), allowing group members to receive 
individuating information and thereby deconstruct the idea of a homogeneous outgroup, and 
the development of intergroup friendships.  
In another review of empirical evidence on the contact hypothesis, Pettigrew and 
Tropp (2006) conducted a meta-analysis of 515 studies, with a total of 713 independent 
samples, published between 1940 and 2000. Their findings are supportive of the contact 
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hypothesis, concluding that intergroup contact typically reduces intergroup bias and prejudice. 
They further found that the reduction of bias and prejudice was greatest under the four 
conditions suggested by Allport, though it seems they are not essential for prejudice reduction 
to occur. Using multiple tests, Pettigrow and Tropp (2006) were able to show that this effect 
is relatively robust, not being based on participant selection or publication biases. 
Furthermore, the authors concluded that contact effects seem to generalize to the entire 
outgroup and can be found across different outgroup target groups and contact settings, 
extending beyond racial and ethnic groups (Pettigrew & Tropp, 2006).   
 Building on contact theory, those who research intercultural learning among university 
students seem to agree that while students can develop intercultural competence in interaction 
with culturally different others, contact alone is not necessarily sufficient. Universities need to 
support students in transformative learning processes in which they create meaning from their 
experience, including reflective learning that encourages students to become aware of their 
own cultural identity and re-evaluate their frames of reference, values, beliefs, and 
assumptions (Hart et al., 2017; Otten, 2000). In his position paper on Internationalization at 
Home, Otten (2000) argues that “[t]he personal experience of an intercultural encounter does 
not automatically initiate intercultural learning effects. It becomes a substantial learning 
experience only if it is reflected on.” (p. 18). Such reflective processes can occur in the 
classroom or in informal but facilitated group activities outside the classroom. This idea has 
received support from an in-depth case study by Bennett, Volet and Fozdar (2013) who 
repeatedly interviewed a dyad of a monolingual Australian and multilingual international 
student from Vietnam to explore how positive intercultural interactions occur. They 
concluded that while positive intercultural contact seems to support intercultural competence 
development, part of the explanation might be that the interviewer served as an authority 
figure who positively reinforced contact and encouraged reflection (R. J. Bennett et al., 2013).  
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In a similar vein, King, Baxter Magolda, and Massé (2011) argued that while higher 
education institutions need to promote opportunities for contact, this is not sufficient for 
intercultural competence development. There always is a risk that interactions with culturally 
different others might go wrong, reinforcing stereotypes and creating reluctance to engage in 
such interactions in the future. More specifically, the authors argued that “although 
dissonance, defined as the mental conflict that occurs when new information contradicts one’s 
beliefs or assumptions (…), may trigger students to reconsider and reframe their reaction in 
more informed and culturally sensitive ways, it may also trigger discomfort that impedes 
learning” (King et al., 2011, p. 469). In a mixed methods longitudinal study in the U.S. 
context, they found that most students in their research experienced a sense of discomfort in 
intercultural interactions, related to feeling stuck and not knowing how to resolve the 
dissonance they felt. While some students seemed able to cope with the discomfort by 
becoming curious about culturally different others or even generate new insights from 
critically reflecting upon their own views, King et al. (2011) suggested that most students 
need support to really learn from their discomfort and experience of dissonance.  
In another influential paper, Leask (2009) reviewed some of the strategies and 
experiences of interventions for students at the University of South Australia, distinguishing 
between formal and informal curriculum interventions. The former entails planned teaching 
and learning activities whereas the latter captures extracurricular, optional activities. 
Concerning the formal curriculum, Leask (2009) recommended that instructors need to clearly 
state intercultural learning objectives, design learning activities that help students achieve 
those objectives, and make sure that both home and international students understand the 
purpose and value of intercultural interaction in the classroom, for example by using learning 
activities that encourage interaction and are relevant for students’ professional field. It further 
entails acknowledging that intercultural interactions can be challenging, supporting students 
in developing intercultural competence to succeed in such interactions. With regard to the 
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informal curriculum, Leask (2009) described some of the strategies employed at her 
institution, including to signal institutional support for cultural diversity by a clearly marked 
Muslim prayer room and offering halal food, as well as different interventions such as an 
online peer-mentoring system to connect home and international students prior to classes, a 
series of cross-cultural lunches, informal get-togethers for international students, as well as a 
learning guide on Asian names for domestic students. Such interventions received support 
from results of a student experience survey showing improvements in levels of satisfaction 
with intercultural interaction and sense of community. However, focus groups revealed that 
challenges remained with international students reporting that home students tended to avoid 
them and home students expressing difficulties in working and socializing with international 
students based on language and cultural differences (Leask, 2009). Overall, Leask (2009) 
concluded that interventions targeting the informal curriculum are complex and require 
purposeful planning and constant evaluation and adaptation and that special attention should 
be on encouraging interaction on all sides.  
In another review, Zhang et al. (2016) briefly discussed best practices of managing 
cultural diversity among students in business schools in different countries, including peer 
mentoring programs, peer-assisted study sessions (PASS), language partner programs or 
conversation groups, and a Shared Reading Project where home and international students 
were paired to decide on a book to read and discuss. However, the authors concluded that 
“most of these best practices are only isolated initiatives and are limited to voluntary informal 
curriculums” (M. M. Zhang et al., 2016, p. 373). With regard to the formal curriculum, Hiller 
(2011) reached a similar conclusion, arguing that even though the EU’s Bologna process 
paved the way for intercultural competence to become integrated into the curriculum as a 
learning outcome, so far we have mainly seen isolated, experimental interventions to do so. 
Examples can be found at individual institutions making intercultural competence part of the 
mandatory curriculum, offering elective courses or outsourcing it to career centers or 
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international offices. The following sections offer a review of some of the formal or informal 
curriculum interventions that different higher education institutions around the world have 
implemented and evaluated. This provides a basis for positioning this dissertation project 
within the empirical landscape, recognizing what has already been done and what this 
research can contribute.  
 
Informal curriculum interventions 
On the informal curriculum side, various institutions have experimented with peer-mentoring 
or “buddy” programs and demonstrated positive effects of pairing students across cultures and 
years of study (Campbell, 2012; Leask, 2009, 2010; Quintrell & Westwood, 1994; Woods et 
al., 2013). Already in 1994, Quintrell and Westwood (1994) demonstrated benefits of 
structured contact between domestic hosts and international students in a peer-pairing 
program at an Australian university. International students reported a more positive 
experience of their first year of study, improvements in English fluency, increased knowledge 
of intercultural communication and Australian customs, as well as having made friends with 
their local host peer. Domestic students reported perceived benefits such as a better 
understanding of their own culture, knowledge on other cultures, and improved intercultural 
communication skills (Quintrell & Westwood, 1994).  
More recently, the business school of the University of South Australia took the idea 
of mentoring further and paired up second year home and international students to be mentors 
for a diverse group of first year students (Leask, 2009, 2010). Mentor pairs received skills and 
intercultural communication training. Overall, both mentors and mentees reported positive 
outcomes, including higher levels of satisfaction with intercultural interactions, stronger sense 
of belonging to the community, and self-reported improved communication skills (Leask, 
2009, 2010). Another example is a buddy program at a university in New Zealand in which 30 
intercultural communication students were paired with 30 incoming international students as 
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part of their coursework (Campbell, 2012). Over a period of 12 weeks, they were encouraged 
to regularly interact with their buddies, including meeting up with another buddy pair. 
Furthermore, class time was used to reflect upon the experience, exchange ideas, and discuss 
how to best support the international buddies. Students also kept a reflective journal, the 
analysis of which supported the project by showing that it created opportunities for positive 
intercultural contact, learning about one’s own and other cultures, as well as relating class 
content to real experience. It seems that the buddy program provided local students with the 
necessary push to overcome perceived barriers to intercultural interaction while also offering 
international students a chance to connect with local students, learn more about their host 
country, and improve their language skills (Campbell, 2012). However, data from local and 
international students revealed challenges as well, including time issues (e.g. for students 
working on the side) and perceiving the contact to be forced through the mandatory nature of 
the project (Campbell, 2012).  
The latter aspect also emerged in another study at an Australian university where a 
short-term mentoring program was embedded into a human resource management course 
(Woods et al., 2013). Mentors received skills training and were paired up with pre-university 
or first year students with most pairs being culturally diverse. Results suggested that while 
mentees generally reported a positive experience, framing their mentor as a new friend who 
offered help and an opportunity to practice English, some felt their mentor was not genuinely 
interested and only fulfilled the assessment component of the course. Furthermore, findings 
showed that the mentoring program had a positive impact on the amount of mentees’ 
intercultural interactions, but this was not found for mentors. The authors have speculated that 
this might be due to the short-term nature of the program and the fact that mentors had already 
been at the university for a longer time (Woods et al., 2013).  
Another study conducted at a South Korean university has confirmed the benefits of 
offering local and international students opportunities for structured contact in a buddy 
THEORETICAL BACKGROUND   59  
program and a culture and language exchange group (Jon, 2013). Data from a mixed methods 
study on these interventions demonstrated that Korean students reported higher levels of 
interaction with international students which in turn enabled them to develop their 
intercultural competence. Students in the study felt more interested in other cultures, more 
confident and capable of interacting across cultures, and more eager to lead an internationally 
oriented life (Jon, 2013). Jon (2013) concluded that this study offers support for the contact 
hypothesis in a non-Western setting as well as support for using structured programs to 
encourage contact between domestic and international students and create intercultural 
learning opportunities for local students. In another study, Klak and Martin (2003) explored 
the potential impact of a less structured informal curriculum intervention in the form of a 
series of Latin American cultural events at a U.S. university. Using longitudinal quantitative 
data, they could show that students who had participated in these cultural events scored 
significantly higher on intercultural sensitivity scales, in particular in terms of valuing 
intercultural contact and expressing interest in cultural differences (Klak & Martin, 2003).  
Overall, these studies support the idea that informal curriculum interventions such as 
buddy programs, culture and language exchange groups, and cultural events can contribute to 
students’ intercultural competence development. While the focus of this research is on the 
formal curriculum, insights from the research reviewed so far support the role of more 
advanced peers, as demonstrated for buddy programs. Thus, the elective course that is 
designed and evaluated in this research includes a peer-learning component. It thereby seeks 
to contribute to our understanding of how the benefits of buddy programs can be brought into 
more structured learning interventions in the formal curriculum. The next section reviews 
research on formal curriculum interventions, looking at courses explicitly related to 
intercultural competence. 
 
Formal curriculum interventions 
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Another type of intervention to promote intercultural competence development among 
students in higher education is more closely connected to the formal curriculum. Formal 
curriculum interventions either make intercultural competence courses part of the mandatory 
curriculum or offer them as elective courses. This section reviews empirical studies on 
courses or workshops that focus on domestic students or on domestic and international 
students together. Besides such interventions, many study abroad programs include some sort 
of training, often in the form or preparation and/or re-entry workshops. Such research has 
partly been presented earlier in this chapter and partly will be discussed here. However, it is 
not the focus of this dissertation as the overarching research question is how intercultural 
competence can be promoted among students on a multicultural campus, irrespective of study 
abroad programs.  
In a study on domestic students at a Chinese university who took an intercultural 
communication course, Wang and Kulich (2015) could demonstrate that students were able to 
develop intercultural competence by interviewing people from other cultures. More 
specifically, students in the course received interview training and the assignment to interview 
someone from another culture. This entailed to share their own cultural story, build rapport, 
and reflect on the process of the overall assignment. Wang and Kulich (2015) showed that 
students made progress on the IDI regardless of whether their intercultural encounters were 
virtual or face-to-face. Furthermore, their analysis of qualitative data from students’ 
assignments revealed that students discussed how they developed an understanding of the 
complexity of culture, increased their cultural self-awareness, developed a positive attitude 
toward interacting with people from other cultures, overcame stereotypes and prejudice, were 
able to change perspectives and understand different world views, became more motivated to 
communicate across cultures and more confident in their ability to do so.  
In an earlier study, Barker and Mak (Barker & Mak, 2013) reviewed four case studies 
published between 2004 and 2012, all of which focused on an evidence-based social 
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competencies program which had been integrated into courses across different disciplines. 
Students who participated in that program reported improved intercultural communication 
skills and self-efficacy. While there were no differences across disciplines, the authors 
concluded that the challenge is to tailor program content to it make relevant for students in 
their respective fields. Barker and Mak’s (2013) review of these four case studies offered 
support for promoting students’ intercultural skills through integrating evidence-based 
programs into their mandatory curriculum. However, it also highlighted the need to adapt any 
existing programs to students’ fields of study and different contexts. In yet another study, 
McKiernan, Leahy and Brereton (2013) surveyed 39 students who participated in an 
intercultural studies program elective at an Irish university. The program consisted of various 
modules and used different teaching methods. Students in the study expressed that they felt 
the elective had helped them increase their awareness and understanding of their own and 
other cultures, to be more open-minded and knowledgeable and therefore less anxious in 
intercultural interactions, better able to suspend judgment, and generally more interested in 
diversity.  
Another study focused on two samples of German students who participated in 
experiential intercultural training (Behrnd & Porzelt, 2012). While the results once more 
suggested that merely having been abroad is not enough to lead to higher intercultural 
competence scores, the findings also showed that those who have intercultural experience to 
draw upon might benefit more from the training. Thus, it seems that while exposure does not 
necessarily equal competence, facilitating students’ meaning-making of their exposure and 
experience can support their intercultural learning. In a similar vein, Jackson (2015b) found 
that students from a Chinese university who participated in an elective course to support their 
learning process and make sense of their abroad experience benefitted more from the 
experience than the control group with no such course. The elective course had been designed 
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based on Kolb’s experiential learning theory4, the DMIS, and intergroup contact theory. Both, 
quantitative and qualitative data suggested that students who participated in this course were 
more likely to interact with local students during their stay abroad compared to the control 
group. Furthermore, the guided reflection in the course helped them to become more open-
minded and interculturally competent (Jackson, 2015b).  
In another study, Jackson (2009) focused on short-term sojourners from a Hong Kong 
university who went to the UK for five weeks for fieldwork. These students had received a 
semester-long preparation and their fieldwork program included experiential learning and 
critical reflection. Generally, quantitative and qualitative data supported that students 
developed a better understanding of cultural differences, moving beyond superficial 
observations of the visible environment to more profound reflections. They also developed 
more ethnorelative views and overall seemed to have become more interculturally competent. 
Yet, at the same time, Jackson (2009) found that most of the students overestimated their 
intercultural competence on the quantitative self-report. In conclusion, Jackson (2009) argued 
for experiential learning and guided reflection to help students becoming aware of their own 
limitations and set realistic learning goals for themselves. The usefulness of guided reflection 
has also been supported in a study by Sample (2013). Sample (2013) could show that students 
who had to write reflection papers and critical incidents about their study abroad experience 
and discuss them in their re-entry workshop did improve their intercultural competence, in 
comparison to those not going abroad and those who went abroad but did not join the course. 
In yet another study, Engberg, Jourian and Davidson (Engberg, Jourian, & Davidson, 2016) 
could demonstrate students’ learning and development during study abroad were mediated by 
the extent to which they actively engaged with the host culture and stepped out of their 
comfort zone. The authors argued that this immersion in the host culture allowed students to 
                                                          
4 Kolb’s experiential learning theory defines learning as “the process whereby knowledge is created through the 
transformation of experience” (D. Kolb, 1984, p. 41). More details on this theory are provided in chapter 4. 
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experience dissonance which in turn enabled them to grow and learn, given they receive 
support and guidance, for example through reflective activities and journals.  
Overall, these studies have offered support for the role of experiential learning and 
guided reflection in students’ intercultural learning and development of intercultural 
competence. It seems that if students are to benefit fully from their intercultural experience, 
be it during study abroad or on a multicultural campus at home, higher education institutions 
and educators need to encourage intercultural interaction, facilitate meaning-making through 
reflection, and offer support to students. The studies reviewed furthermore confirm the need 
for evidence-based programs which are grounded in what is known about intercultural 
learning and intercultural competence development. Finally, several of the studies have used 
mixed methods designs, demonstrating how the two types of data can offer a more 
comprehensive picture of students’ intercultural competence development, while also 
allowing to see to what extent quantitative and qualitative findings match. 
As mentioned before, the overall focus of this doctoral research is on promoting and 
assessing intercultural competence development among university students and exploring how 
this can be done in an elective course. Considering the theories and empirical research 
reviewed so far, the first part of the research focuses on how to design an elective class 
accessible to all students using an evidence-based design process (chapter 4). The second part 
then focuses on formative evaluation by exploring benefits and challenges when putting the 
course design into practice, identifying areas for improvement as well as potential good 
practices that could be shared across institutions (chapter 5). Finally, the last part addresses 
the question of the intervention’s effectiveness, i.e. summative evaluation, as well as how to 
use multi-method assessment of students’ intercultural competence development throughout 
the course (chapter 6). For the latter, research so far has repeatedly demonstrated that 
commonly used quantitative self-report instruments can hardly capture the complexity of 
intercultural learning. Thus, adding qualitative data seems necessary to get a better 
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understanding of how and what students learn (Covert, 2014). As shown in the previous 
section reviewing existing empirical research, an increasing number of studies on students’ 
intercultural development employ a mixed methods design – allowing to gain a more 
comprehensive picture as well as to see to what extent the two types of data match or not. The 
next chapter describes the mixed methods research design in more detail to offer an overview 
of the larger, multi-stage research project before going deeper into the stages of course design, 
formative, and summative evaluation in the subsequent chapters. 
65   
 
 
Chapter 3 
Methodology 
  
66   METHODOLOGY         
3. Methodology 
Overall, this research has used a mixed methods, longitudinal design to collect and analyze 
various types of data required to address the different research questions. These research 
questions are all part of the overarching research focus on how to promote and assess 
university students’ intercultural competence development. The research design has been 
guided by the six-step process for evidence-based design suggested by Stephan and Stephan 
(2013) as shown in figure 3.1. This model provides a framework for the research project 
which seeks to address the design phase of the intervention (steps 1-5) as well as its 
evaluation (step 6). 
 
 
Figure 3.1. Six-step evidence-based design process (based on Stephan & Stephan, 2013) 
 
Steps one to five are related to the design of the program or intervention, including identifying 
the target group, goals, relevant theories, psychological and communication processes as well 
as techniques and exercises to activate these processes (Stephan & Stephan, 2013). The design 
process is described in more detail in chapter 4. In step six, the program or intervention is 
evaluated – this aspect is discussed in more detail in chapters 5 and 6. Here, a distinction is 
made between formative and summative evaluation. While the formative evaluation is 
context-specific and aims at identifying the program’s strengths and weaknesses to derive 
ideas for improvement, the summative evaluation attempts to generalize beyond the 
immediate context and assess the overall effectiveness of the program (Quinn Patton, 2002). 
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The subsequent section first explains why a mixed methods approach has been chosen, 
followed by describing the various stages of the research process in more detail.  
 
3.1. Mixed Methods Research Design 
In recent years, mixed methods research has increasingly gained attention as a third research 
approach or paradigm which attempts to combine quantitative and qualitative traditions 
(Johnson, Onwuegbuzie, & Turner, 2007). Based on a review of 19 definitions of mixed 
methods research, Johnson et al. (2007) have derived the following general definition:  
“Mixed methods research is a type of research in which a researcher or team of researchers 
combines elements of qualitative and quantitative research approaches (e.g., use of qualitative 
and quantitative viewpoints, data collection, analysis, inference techniques) for the broad 
purpose of breadth and depth of understanding and corroboration.” (p. 123) 
Not only does mixed methods research allow addressing the trade-off between breadth and 
depth of research, it also has been connected to advantages such as being able to select from a 
broader range of research tools to address complex topics, combining quantitative and 
qualitative elements as to offset weaknesses of both types of research, as well as being able to 
combine multiple perspectives and gain a better understanding of the bigger picture (Creswell 
& Plano Clark, 2011; Kuckartz, 2014). Especially in evaluation research, there seems to be a 
trend towards mixed methods studies, based on an understanding that neither numbers nor 
words alone are sufficient to capture the experience of those involved in a program or 
intervention (Kuckartz, 2014). It is important to acknowledge that the research question 
should drive the selection of a quantitative, qualitative, or mixed methods approach. The latter 
seems particularly appropriate if  
“one data source may be insufficient, results need to be explained, exploratory findings need 
to be generalized, a second method is needed to enhance a primary method, a theoretical 
stance needs to be employed, and an overall research objective can be best addressed with 
multiple phases, or projects” (Creswell & Plano Clark, 2011).  
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In this research project, several of these reasons have contributed to the decision to use a 
mixed methods approach. First, the overall research focus required a multi-stage process 
combining the design process with a formative and summative evaluation. Second, the design 
stage was assumed to benefit from combining quantitative methods (for breadth) with 
qualitative methods (for depth) with either of the two data sources considered an insufficient 
basis for designing the course. Finally, for the evaluation stage, one type of evidence might 
have fallen short of telling the whole story. Thus, combining quantitative and qualitative data 
has been assumed to offer a more comprehensive picture of students’ experience of the course 
and their intercultural competence development. Furthermore, as discussed in the previous 
chapter, research on intercultural competence development among university students has 
pointed to a potential mismatch between quantitative and qualitative assessment. This makes 
it even more important to take both perspectives into account and explore this phenomenon 
further. In addition, combining quantitative and qualitative methods of assessing intercultural 
competence is in line with recommendations from leading scholars in the field (Deardorff, 
2011, 2017). While quantitative assessment tools have long been used in pre-post-test designs 
to test the effectiveness of intercultural learning interventions, adding a qualitative perspective 
allows gaining insights into students’ diverse and individualized learning experience and how 
they develop their intercultural competence (Deardorff, 2011, 2017; Quinn Patton, 2002).  
However, employing a mixed methods approach has raised questions of when and 
how to integrate the two types of data, with the potential for mixing often not fully exploited 
by researchers (Plano Clark, Garrett, & Leslie-Pelecky, 2010). On the one hand, researchers 
need to be clear on the purpose of mixing. Johnson et al. (2007) have distinguished five broad 
purposes of mixing methods, including triangulation (i.e. using different methods to look at 
the same phenomenon to see if the results converge), complementarity (i.e. using one method 
to enhance, elaborate, illustrate, or clarify results from the other), development (i.e. using 
results from one method to inform the design and use of the other method), initiation (i.e. 
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using both methods to discover paradoxes or contradictions to reframe the research question), 
and expansion (i.e. using different methods for different inquiry parts to expand the range of 
the study). On the other hand, researchers need to decide on a strategy for mixing, which can 
range from mixing in the discussion (on the level of overall findings), to using a matrix or 
joint display (on the level of results), all the way to transforming one type of data into the 
other (on the level of data), for example by quantifying qualitative data for joint statistical 
analysis of both data sets (Kuckartz, 2014; Plano Clark et al., 2010). The next section 
provides more details on the methods of data collection and analysis used and on how mixing 
was done in the various stages of this research.  
 
3.2. The Research Process 
Figure 3.2 depicts the overall research process, including the evidence-based design stage 
(chapter 4), the formative evaluation (chapter 5), and the summative evaluation (chapter 6). 
For each stage, the visualization includes specific research question(s) as well as which types 
of data were used to address the question(s). To explore the various research questions, 
pertaining to needs assessment, design, and evaluation of the intervention, a multiphase 
research design was required. Such a design is often used in evaluation studies, enabling 
researchers to flexibly address multiple research question related to one overall research 
objective (Creswell & Plano Clark, 2011). In this research, the phases included the design 
process as well as the formative and summative evaluation of the intervention. The design 
stage used a mixed methods approach, collecting qualitative and quantitative data in two 
sequential studies. For both types of evaluation, a pre-post-test design was used, collecting 
quantitative and qualitative data in the beginning and at the end of the intervention. Thus, the 
evaluation phases used a longitudinal, mixed methods approach, as typically done in 
evaluation studies (Kuckartz, 2014).  
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Yet, the multi-stage, longitudinal complex nature of this research project made it 
difficult to fit it into existing typologies for mixed methods research. Therefore, I have 
followed Guest’s (2013) suggestion of shifting focus from the overall study to the points of 
interface, describing each point of interface including the timing of integration of quantitative 
and qualitative data and the purpose of doing so. Concerning the points of interface, I further 
have drawn upon the three strategies of mixing quantitative and qualitative strands discussed 
by Plano Clark et al. (2010) who distinguish mixing in the discussion section (at the level of 
overall findings), in a matrix (at the level of results), and by data transformation (at the level 
of data).  
For all stages, more detailed descriptions on the methods of data collection and 
analysis can be found in the corresponding chapters. This chapter mainly serves to offer an 
overview of the entire research process as well as to specify the purpose and timing of mixing 
quantitative and qualitative data at the various points of interface.  
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Figure 3.2. Research process overview 
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3.2.1. Stage 1: Evidence-Based Design 
In the first stage, the focus has been on the evidence-based design process, guided by research 
question 1:  
RQ1: How can a formal curriculum intervention be designed following an evidence-
based approach?  
Guided by steps one to five in the model by Stephan and Stephan (2013), this stage entailed 
two studies conducted sequentially to gather empirical data for designing the intervention, i.e. 
an elective course for first-year university students. In the first study, a paper-and-pen 
questionnaire has been administered to all 270 incoming undergraduate freshmen students 
during their orientation week. The response rate was 49%, resulting in a final sample of 
n=133 students. The questionnaire entailed two measures of intercultural competence, 
complemented by additional measures to assess self-efficacy, subjective well-being, 
personality traits, and demographics. More details on the scales included in the questionnaire 
are provided below following this overview of the entire research process. In addition, the 
questionnaire included an open question asking students for their own definition of 
intercultural competence. Thereby, a qualitative element was added to the questionnaire, 
mixing quantitative and qualitative approaches already in the stage of data collection. The 
questionnaire can be found in Appendix A.  
The two types of data were analyzed separately. Quantitative data were analyzed in 
SPSS using descriptive analyses and t-tests to explore baseline levels of intercultural 
competence among the first-year undergraduate students as well as to pilot-test the scales. The 
qualitative data from the open question were analyzed using Qualitative Content Analysis, 
based on recommendations by Schreier (2012), to gain an understanding of students’ 
subjective conceptualizations of intercultural competence. The two types of data were 
integrated in the discussion section with the purpose of triangulation. Triangulation was used 
to derive conclusions about the baseline level of intercultural competence among the first-year 
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undergraduate students who constitute the target group of the course that is to be designed in 
this stage. 
In the second study, a qualitative approach has been taken conducting four focus 
groups with a total of n=18 participants. The main aim of the second study was to further 
explore students’ understanding of intercultural competence as well as their ideas for how 
promote it as part of their overall studies. Focus groups can be used to gather data on 
participants’ attitudes, perceptions, and ideas, including the group interaction with limited 
input and facilitation from the researcher (Quinn Patton, 2002; V. Wilson, 1997). In this 
study, focus groups were composed of three to eight undergraduate students of different 
cultural backgrounds, study majors, gender, and years of study, with the aim of gaining 
insights into a diverse set of experiences and ideas. Focus group discussions took place on 
campus, in a comfortable atmosphere with snacks and drinks provided, and were scheduled 
for about 1.5 hours. Based on a topic guide, participants were encouraged to discuss (1) who 
needs intercultural competence and why, (2) how intercultural competence can be developed 
at the university, (3) students’ experience of the orientation week training, as well as (4) 
students’ ideas for an elective course on intercultural competence. The data from video 
recordings of the focus groups was transcribed verbatim and analyzed in MaxQDA in 
multiple rounds of coding. Starting with inductive coding, various coding rounds were used to 
work towards condensing identified topics into a comprehensive coding frame, also 
establishing links to theoretical concepts and qualitative findings from study 1.  
To address research question 1 of how to design the elective course using an evidence-
based design process, findings from both studies were integrated in the discussion. The 
purpose of mixing findings from both studies was expansion. Expansion enabled gaining 
insights into students’ baseline level and subjective understanding of intercultural competence 
as well as moving on to exploring their ideas for promoting intercultural competence 
development on campus in general and in an elective course in specific.  
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3.2.2. Stage 2: Formative Evaluation 
Data for the second and third stage were collected concurrently and in part used to inform the 
stages of formative and summative evaluation. However, in this section, they are described 
separately to provide a clear account of the underlying research questions, types of data 
collection and analysis, and points of integrating quantitative and qualitative data as well as 
the purpose of mixing. The formative evaluation stage is guided by two research questions:  
RQ2.1: What are benefits and challenges of combining faculty- and peer-led 
instruction with reflective assignments? 
RQ2.2: How can the course design be improved?  
To address these questions, data were collected from students enrolled in the course as well as 
from peer-trainers involved in instructing the course. On the qualitative side, semi-
standardized interviews with a heterogeneous subsample of n=10 students were conducted at 
the beginning and end of the course. The purposive sample was constructed as to represent the 
course participants’ diversity regarding gender, study major, and cultural background as good 
as possible. Interviews followed a topic guide (see Appendix B) while remaining flexible to 
adapting the order and wording of questions to each interviewee and probing whenever 
appropriate. At the end of the course, all students in the course filled in the post-test 
questionnaire (see Appendix A). Amongst others, this questionnaire included 15 close-ended 
evaluation items designed to shed light on some of the topics addressed in the interviews. It 
further entailed two open questions asking students to write down what they liked and 
disliked about the course design. In addition, semi-structured group interviews were 
conducted with all five peer-trainers in the beginning, middle, and end of the course to 
explore their expectations, experience, and ideas for improvement.  
Concerning data analysis, data from the peer-trainers was analyzed by inductive 
coding in multiple rounds, condensing their words into categories and organizing those into 
expected and experienced benefits, challenges, and learnings. The various types of data from 
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the students were analyzed in multiple steps: In the first step, their answers to the open 
questions in the post-test questionnaire were analyzed combining inductive and deductive 
coding to identify benefits and challenges that students experienced. In the next step, 
interview data were analyzed in the same way, using the codes from the first step while 
expanding the coding frame by additional topics emerging from the interview data. The 
quantitative data from the questionnaires was analyzed using descriptive statistics and then 
integrated with the qualitative findings in the discussion with the purpose of triangulation.  
 
3.2.3. Stage 3: Summative Evaluation 
In the summative evaluation, the focus has been shifted from improving the course to 
assessing its overall effectiveness in supporting students’ intercultural competence 
development (research question 3.1) and meeting the learning objectives (research question 
3.2): 
RQ3.1: How did students’ intercultural competence development develop throughout 
the course and beyond? 
RQ3.2: To what extent did students achieve the learning objectives of the course? 
To address research question 3.1, quantitative data collected by questionnaires in the pre-test 
(t1), post-test (t2) and follow-up test (t3) were analyzed statistically to test for changes in 
intercultural competence over time (see Appendix A for all questionnaires). These findings 
were complemented by qualitative data from students’ reflective assignments in two steps. 
The coding of qualitative data was guided by the dimensions of the quantitative assessment 
tools, using a coding frame with deductively derived categories, while allowing for 
subcategories to emerge inductively from the data. Following analysis, findings from both 
strands were merged in a matrix or joint display with the purpose of complementarity (i.e. 
qualitative results enriching and illustrating the quantitative results). In a second step, 
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qualitative data were transformed into quantitative data to compare both data sets at the level 
of data to see if they converge or diverge.  
To address research question 3.2, findings from the qualitative strand based on 
analysis of students’ reflective papers was complemented by quantitative findings from the 
quantitative assessment in the pre- and post-test survey. In this case, mixing occurred in the 
discussion with the purpose of triangulation. Table 3.1 offers a summary of all three research 
stages specifying the types of data collection and analysis as well as how and when mixing of 
qualitative and quantitative data occurred.  
 
Table 3.1. Summary of research stages 
Research stage Data collection Data analysis Mixing 
Stage 1: 
Evidence-based 
design 
Baseline questionnaire: 
quantitative items 
Descriptive statistics,  
t-tests In the discussion 
 
For triangulation and 
expansion 
Baseline questionnaire: 
open question (qualitative) 
Qualitative Content 
Analysis (QCA) 
Focus group discussions Inductive coding in multiple rounds 
Stage 2: 
Formative 
evaluation 
Semi-standardized 
interviews (in the 
beginning and end of the 
course) 
Mix of inductive and 
deductive coding 
In the discussion 
 
For triangulation 
Post-test questionnaire: 
open questions 
(qualitative) 
Mix of inductive and 
deductive coding 
Post-test questionnaire: 
quantitative items Descriptive statistics 
Group interviews with 
peer-trainers 
Inductive coding in 
multiple rounds 
Stage 3: 
Summative 
evaluation 
Longitudinal 
questionnaires (pre-, post-
test, follow up): 
quantitative items 
Statistical analysis 
In a matrix and by 
data transformation 
 
For triangulation and 
complementarity Reflective papers Mix of inductive and deductive coding 
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3.3. Quantitative Scales Used to Measure Intercultural Competence  
As mentioned above, more detailed descriptions on the methods of data collection and 
analysis can be found in the corresponding chapters for each research stage. However, as the 
quantitative questionnaire has been constructed in the beginning of the research process and 
used from baseline all the way to follow-up test, this section offers more information on the 
selection of the two quantitative measures of intercultural competence. In their review of 
some of the most commonly used tests to measure intercultural competence, Matsumoto and 
Hwang (2013) concluded that the Cultural Intelligence Scale (CQS; Van Dyne, Ang, & Koh, 
2008, 2009), the Intercultural Adjustment Potential Scale (ICAPS; Matsumoto et al., 2001, 
2003, 2006), and the Multicultural Personality Scale (MPQ; Van der Zee & Van Oudenhoven, 
2000, 2001; Van Oudenhoven & Van der Zee, 2002) seem most promising. Despite some 
conceptual overlap between the dimensions included in these instruments, their names reveal 
their slightly different foci – which is why it is crucial to select a tool that fits learning 
outcomes, target group, and setting of the specific intervention.  
To ensure satisfactory alignment, then proposal development phase of this dissertation 
was used to pilot-test two of these three scales, i.e. the CQS and MPQ, with a convenience 
sample of undergraduate students at Jacobs University Bremen. Not only did the MPQ show 
rather poor psychometric qualities, its focus on personality also did not really match the focus 
on learnable aspects of intercultural competence in this project. The evidence-based course 
design described in chapter 4 has built upon baseline data from the potential target group. 
Assessment in this project started before the exact learning goals had been specified because 
learning goals have partly been developed based on the baseline findings. Therefore, selecting 
an instrument happened prior to defining learning outcomes and the guiding principle was to 
find a tool that is suited to measure abilities that can be trained (as opposed to measuring 
traits) – resulting in choosing the Test to Measure Intercultural Competence in its short form, 
TMIC-S (Schnabel, Kelava, van de Vijver, & Seifert, 2015).  
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The original 75-item TMIC has been developed based on relevant theories, expert 
interviews with intercultural trainers, and a quantitative pre-test with employees of an 
intercultural training company. It then was tested further in two studies resulting in a six-
dimensional model with 17 different facets (Schnabel, Kelava, Seifert, & Kuhlbrodt, 2015). 
Subsequently, it was condensed into a 25-item scale with one facet per dimension, based on 
theoretical reasoning and validated using data obtained from a German and a Brazilian 
sample, demonstrating its validity and showing that is distinct yet correlated to cultural 
intelligence dimensions (Schnabel, Kelava, van de Vijver, et al., 2015). In addition to the 25 
self-report items, the TMIC-S includes one situational judgment test (SJT) per dimension, 
presenting respondents with a short description of a situation and four behavioral options 
asking them to select how they would behave – a measure assumed to offer additional 
information on behavioral intentions (Schnabel, Kelava, van de Vijver, et al., 2015). Table 3.2 
(on the next page) offers an overview of the six dimensions and facets measured in the TMIC-
S.  
The facets measured in the TMIC-S capture various elements of intercultural 
competence as described in Deardorff’s Pyramid Model (cf. figure 2.1). Cultural identity-
reflection (CIR) can be linked to cultural self-awareness, while information-seeking (IS) 
relates to curiosity and discovery. Socializing is conceptually similar to openness and ability 
to relate, whereas sensitivity in communication (SC) is related to adaptability. Mediation of 
interests (MI) and goal setting (GS) entail skills which might be linked to skills to listen, 
observe, and interpret as well as to flexibility and adaptability. Yet, in contrast to the Pyramid 
Model, the TMIC-S consists of a six-dimensional framework conceptualizing intercultural 
competence in terms of communication, learning, social interaction, self-knowledge, self-
management, and creating synergies.  
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Table 3.2. TMIC-S dimensions (adapted from Schnabel, Kelava, van de Vijver, et al., 2015) 
Dimension Definition of the 
dimension 
Facet measured 
in TMIC-S 
Definition of the facet 
Communication Captures verbal and non-
verbal aspects, including 
sensitivity, clarity, 
flexibility and perspective-
taking in communication 
Sensitivity in 
communication 
(SC) 
To put oneself in the position of 
another person in order to 
understand him or her better; 
high sensibility for verbal and 
nonverbal communication 
aspects 
Learning Intercultural interaction 
often means being 
confronted with unknown, 
thus requiring willingness 
to learn and strategies for 
doing so 
Information-
seeking (IS) 
Purposeful collection of 
information about a foreign 
country or another culture 
Social 
interaction 
Building personal 
relationships and networks 
with others 
Socializing (SZ) Establishing and maintaining 
contact with people from other 
cultures quickly and easily 
Self-knowledge Actively reflecting upon 
and understanding one’s 
own cultural identity  
Cultural identity 
reflection (CIR) 
Intensively and constantly 
reflecting upon one’s own 
cultural character  
Self-
management 
Ability to deal with 
challenges and problems  
Goal setting 
(GS) 
Having clear goals and being 
able to implement them 
consistently  
Creating 
synergies 
Ability to recognize 
potential 
misunderstandings and 
lead a group towards 
common goals and 
successful collaboration  
Mediation of 
different 
interests (MI) 
Mediating between parties in 
order to achieve the greatest 
possible benefit from different 
approaches 
 
Given that each measurement instrument has its own distinct focus in terms of which aspects 
of intercultural competence are measured, it seemed worthwhile to include a second scale in 
this research. On the one hand, this was assumed to help in gaining a more comprehensive 
picture of students’ intercultural competence development. On the other hand, data from both 
instruments could be used to cross-validate the scales. Therefore, the Short Form Cultural 
Intelligence scale (SFCQ) was included in the assessment plan. It seemed to suit the target 
group and learning context better than the original Cultural Intelligence Scale (CQS) in two 
ways: First, its items have been phrased more culture-general, therefore appearing more suited 
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for a culture-general course in a highly diverse university. The pilot-test using the CQS 
revealed that some students reported difficulty to respond to some CQS items which refer to 
aspects such as “knowing the legal systems of other countries”, leading students to wonder 
how many of the over 100 countries represented on campus they would have to know to agree 
with this statement. Second, the SFCQ excluded the motivational facet based on the 
assumption that motivation is related to cultural intelligence but not necessarily part of it (D. 
C. Thomas et al., 2015). In this intervention, students self-selected into participation by 
choosing the intercultural competence course as an elective class. Their motivation to take the 
course could be intrinsic (e.g. seeking to improve one’s abilities to make friends on a 
multicultural campus or succeed in multicultural group work) and/or extrinsic (e.g. putting 
intercultural competence on one’s CV). Regardless of the exact nature of their motivation, the 
aspect of motivation indeed seemed secondary to exploring how students’ knowledge, skills, 
and ability to practice intercultural competence develop throughout the course. These three 
dimensions could be captured by the SFCQ, which is based on the definition that “[c]ultural 
intelligence is the ability that individuals have to interact effectively across cultural contexts 
and with culturally different individuals” (D. C. Thomas et al., 2015, p. 1100).  
The SFCQ encompasses three facets, cultural knowledge, cultural skills, and meta-
cognition, as shown in table 3.3. Cultural knowledge includes culture-specific and culture-
general knowledge, including recognizing the existence of other cultures, knowledge of 
cultural differences, and complexity of that knowledge. Cultural skills were derived from 
reviewing the literature and narrowed down to relational skills, tolerance of uncertainty, 
adaptability, empathy, and perceptual acuity. Cultural metacognition is a key dimension in the 
model, defined as “knowledge of and control over one’s thinking and learning activities in the 
specific domain of cultural experiences and strategies” (D. C. Thomas et al., 2015, p. 1102), 
and measured by awareness of cultural context, conscious analysis of the influence of the 
cultural context, and planning courses of action in different cultural contexts. Thus, cultural 
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metacognition seems to capture abilities to practice intercultural competence in specific 
situations. On a conceptual level, the SFCQ aligns well with the conceptualization of 
intercultural competence described in chapter 2 by including knowledge, skills, and 
metacognition (which can be related to attitudes and intrapersonal abilities). The three 
dimensions are measured with a ten-item self-report scale which has been validated across 14 
samples with a total n=3526, representing multiple countries, including general population, 
students, and employees, and demonstrating the SFCQ’s content and construct validity, 
robustness across cultures and languages, as well as its potential to predict intercultural 
effectiveness (D. C. Thomas et al., 2015).  
 
Table 3.3. Short Form Cultural Intelligence (SFCQ) dimensions (based on D. C. Thomas et 
al., 2015)  
Dimension Definition 
Knowledge (K) Culture-specific and culture-general knowledge, including recognizing the 
existence of other culture, knowledge of cultural differences, and 
complexity of that knowledge 
Skills (S) Relational skills, tolerance of uncertainty, adaptability, empathy, perceptual 
acuity 
Metacognition (MC) Knowledge of and control over one’s thinking and learning activities in the 
specific domain of cultural experiences and strategies, measured by 
awareness of cultural context, conscious analysis of the influence of the 
cultural context, and planning courses of action in different cultural 
contexts 
 
In addition to these two scales to measure intercultural competence, all questionnaires 
included measures of self-efficacy (GSES; Schwarzer & Jerusalem, 1995), subjective well-
being (Flourishing scale; Diener et al., 2009), as well as personality traits (TIPI; Gosling, 
Rentfrow, & Swann, 2003). Perceived self-efficacy, defined as “people’s beliefs about their 
capabilities to exercise control over their own level of functioning and over events that affect 
their lives” (Bandura, 1993, p. 118), has been added assuming that it might be related to 
intercultural competence for different reasons. On the one hand, several scholars have 
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suggested that individuals with higher self-efficacy are more likely to seek intercultural 
contact, experience less anxiety in intercultural interaction, and find it easier to adapt to new 
cultural environments (Briones, Tabernero, Tramontano, Caprara, & Arenas, 2009; Milstein, 
2005; Yashima, 2010). On the other hand, any experience of successful intercultural 
interaction might contribute to greater confidence in one’s ability to do so, therefore 
increasing people’s perceived self-efficacy (Milstein, 2005; Yashima, 2010). To be able to 
explore this potential relationship between intercultural competence and perceived self-
efficacy, the questionnaires included the General Self-Efficacy Scale (GSES), a 10-item 
measure designed to assess a general sense of perceived self-efficacy (Schwarzer & 
Jerusalem, 1995). Likewise, a couple of authors have discussed how the Big Five personality 
traits might be related to intercultural competence (van der Zee & van Oudenhoven, 2013; J. 
Wilson, Ward, & Fischer, 2013). While including a full measure of the Big Five seemed 
beyond the scope of the questionnaire, it seemed worthwhile to include a short measure of the 
Big Five to explore potential relationships with intercultural competence measures in this 
research. Therefore, the questionnaires included the Ten Item Personality Inventory by 
Gosling et al. (2003). Finally, one could argue that higher intercultural competence should 
enable students to have more positive intercultural interactions and establish and maintain 
positive relationships on campus, thus contributing to their subjective well-being. To explore 
if there is any evidence in support of this assumption, the Flourishing scale by Diener et al. 
(2009) has been included in the questionnaire to measure subjective well-being.  
For the pre-, post-test and follow-up questionnaires, some more scales were added in 
an attempt to capture concepts related to the notion of intercultural practice from the Personal 
Leadership methodology described in chapter 2 (Schaetti et al., 2008, 2009). To measure 
mindfulness, the 15-item Mindfulness Attention Awareness Scale (MAAS) by Brown and 
Ryan (2003) was added to the questionnaire. To measure self-awareness and self-knowledge, 
the 12-item Integrative Self-Knowledge Scale was added (Ghorbani, Watson, & Hargis, 
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2008). Ghorbani et al. (Ghorbani et al., 2008) define integrative self-knowledge “as an 
adaptive and empowering attempt of the self to understand its experience across time to 
achieve desired outcomes” (p. 397). Finally, six items were taken from the Emotional 
Intelligence Scale (Schutte et al., 1998) to measure emotion recognition and emotion 
regulation of one’s own emotions. These were complemented by the ten-item emotion 
regulation questionnaire (ERQ; Gross & John, 2003), measuring individuals‘ ability to 
regulate their emotions through cognitive reappraisal and expressive suppression. Adding 
measures of mindfulness, integrative self-knowledge, and emotion recognition and regulation 
has been done to potentially capture elements of Personal Leadership’s intercultural practice, 
such as being mindful and attentive to one’s judgments and emotions. It furthermore allowed 
exploring if any of these are related to intercultural competence measures in this research, 
especially in the summative evaluation in chapter 6.  
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4. Evidence-Based Design:  
Designing an Intercultural Competence Course for Undergraduate Students 
This chapter addresses research question RQ1 of how to design a formal curriculum 
intervention following an evidence-based approach. The focus is on the design phase of the 
elective course on intercultural competence for undergraduate university students at Jacobs 
University Bremen, an international university in Northern Germany. The chapter is 
structured along the six-step process by Stephan and Stephan (2013) as visualized in figure 
4.1. In step 1, the target group is identified, followed by step 2 of deriving the learning goals 
of the intervention. In step 3, relevant theories are selected which inform the course design 
and content. Steps 4 and 5 aim at identifying the processes and activities that foster 
achievement of the learning goals. In this project, steps 4 and 5 were informed by empirical 
evidence from the target group which has been gathered in two studies, a mixed methods 
survey study and a qualitative focus group study. This chapter focuses on steps 1-5, i.e. the 
design phase. The full process as shown in figure 4.1 includes an evaluation of the 
intervention in step 6. The subsequent chapters offer more details on the evaluation phase, 
presenting results of the formative (chapter 5) and summative evaluation (chapter 6) of the 
intervention.  
 
 
Figure 4.1. Six-step evidence-based design process (based on Stephan & Stephan, 2013) 
 
As discussed in chapter 2.5, research has frequently documented low levels of intercultural 
contact among local and international students across countries attracting high numbers of 
international students, such as Australia, New Zealand, the UK, the USA and Germany, 
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suggesting that the potential for intercultural learning on culturally diverse campuses has 
often not been fully exploited (J. C. Brown & Daly, 2005; Campbell, 2012; Halualani et al., 
2004a, 2004b; Harrison & Peacock, 2010; Heublein et al., 2007; Hiller, 2011; Ippolito, 2007; 
Leask, 2009; Marginson, 2007; Otten, 2000; Stumpf et al., 2011; Todd & Nesdale, 1997; 
Ward & Masgoret, 2004; Westwood & Barker, 1990; Z. Zhang & Brunton, 2007). And even 
if contact occurs, intercultural interaction does not automatically result in higher intercultural 
competence among students. In fact, students might experience discomfort and uncertainty 
when communicating and collaborating with culturally different others (King et al., 2011). 
This sense of discomfort has been assumed to originate from becoming increasingly aware 
that other cultures have different fundamental assumptions, worldview, and beliefs – thereby 
threatening our deeply-rooted ethnocentrism (Albert, 1986; M. J. Bennett, 1993). Thus, 
intercultural learning can be psychologically stressful to students who might feel challenged 
in their identities and worldview, become more self-aware, and realize how much more there 
is to learn to interact successfully across cultures (Paige, 1993).  
Indeed, various studies have demonstrated that interventions need to go beyond 
encouraging intercultural interaction and actively support students in their intercultural 
learning process. Instructors need to provide opportunities for guided reflection for students to 
make meaning from their experience and support students in developing the knowledge, 
skills, and attitudes required to increase their intercultural competence (Harrison & Peacock, 
2010; Jackson, 2015a; Jon, 2013; King et al., 2011; Leask, 2009, 2010; Osmond & Roed, 
2010; Pedersen, 2009; Summers & Volet, 2008; Yan Lo-Philip et al., 2015). Yet, formal 
curriculum interventions targeting intercultural competence often suffer from a lack of clarity 
on the specific learning goals and remain rather vague when it comes to what exactly students 
are expected to learn and how progress can be assessed (Deardorff, 2006, 2011; Gregersen-
Hermans, 2017; Pedersen, 2009). 
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By now, there are noteworthy exceptions with a rising number of publications on 
formal and informal curriculum interventions to foster students’ intercultural competence. 
Research has demonstrated positive effects of peer mentoring or “buddy” programs 
(Campbell, 2012; Devlin, 1997; Geelhoed, Abe, & Talbot, 2003; Glaser, Hall, & Halperin, 
2006; Shigaki & Smith, 1997; Stone, 2000; Westwood & Barker, 1990), residence hall 
interventions (Todd & Nesdale, 1997), campus-wide intercultural programs (Jon, 2013; Klak 
& Martin, 2003) and multicultural group work (Rienties et al., 2012; Stumpf et al., 2011; 
Summers & Volet, 2008; Yi Wang, Harding, & Mai, 2012). However, interventions aiming to 
support students’ intercultural competence development still tend to be isolated, individual 
measures, oftentimes focusing on the voluntary informal curriculum and targeting the 
integration of international students (Hiller, 2011; Ramirez R., 2016; M. M. Zhang et al., 
2016). Furthermore, publications on formal curriculum interventions (as reviewed in chapter 
2.5) tend to focus on the evaluation stage without elaborating on the details of the design 
process. On the one hand, this might at least partly be due to limited space in journal 
publications. Thus, one of the contributions of this research is to dedicate a whole chapter of 
the dissertation to describing the design process in detail. On the other hand, it seems that the 
majority of intercultural trainings or programs has been designed based on intuition (i.e. 
whatever feels right) and familiarity (i.e. choosing methods and activities one is familiar 
with), rather than grounding it in available theories and evidence (Chang, 2017; Gudykunst, 
Guzley, & Hammer, 1996; Kratochwill & Shernoff, 2003; D Landis & Bhawuk, 2004; 
Stephan & Stephan, 2013). As Landis and Bhawuk (2004) have observed, despite “a 
continued concern … with the building of theories and models that can inform training … the 
bridging of theory and practice … is yet to be achieved” (pp. 463-464). One way to bridge 
theory and practice is employing an evidence-based approach to course design. Using an 
evidence-based approach encourages those who design learning interventions to be specific 
and clear about the target group and learning objectives. The target group and learning 
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objectives in turn drive the selection of theories and empirical evidence that inform the 
selection of learning activities used in the intervention. Furthermore, the evidence-based 
approach includes an evaluation stage offering an opportunity to contribute to our scientific 
understanding of the effectiveness of different learning interventions.  
Yet, evidence-based interventions still seem scarce, be it in schools (Kratochwill & 
Shernoff, 2003), business settings (Chang, 2017), or universities (Deardorff, 2006, 2011; 
Gregersen-Hermans, 2017). Therefore, a major contribution of this research project is to 
demonstrate and describe the use of an evidence-based approach for designing (and 
evaluating) an intercultural competence course for university students, following the six steps 
suggested by Stephan and Stephan (2013). It thereby offers an example of how to develop an 
intercultural competence learning intervention based on evidence from theories, prior research 
and data gathered from the target group. Using such an evidence-based approach helps to 
ensure that the resulting intervention has clear learning goals that are appropriate for the target 
group and that the overall design, learning activities, and assessment plan are aligned with 
these learning goals. The learning intervention designed in this project is an elective course 
for undergraduate students at Jacobs University Bremen, Germany. Jacobs University Bremen 
requires all incoming freshmen students to participate in an intercultural awareness training 
during their orientation week. Previous research has demonstrated its usefulness in promoting 
intercultural contact among students and preparing them to live and study on a multicultural 
campus (Binder et al., 2013; Kedzior et al., 2015). Building upon this introductory training, 
the intervention designed in this research project seeks to contribute to a more sustainable 
intercultural learning process by offering an elective course for students of all majors in their 
second semester. The course has first been offered in spring 2016 and evaluated with a group 
of n=34 students from 18 different nationalities.  
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4.1. Evidence-Based Design Process: Introduction and Step 1 
The following sections offer an in-depth account on how to apply the six-stage process for 
designing evidence-based intercultural learning programs suggested by Stephan and Stephan 
(2013). In the first step, the target group of the course was identified – in this case 
undergraduate students in their second semester of study, of any study program and cultural 
background. In the second step, goals of the course were developed, and in the third step 
relevant theories were selected. Those steps provided the basis for step four which included 
identifying relevant psychological and communication processes that should be activated in 
learners. In step five, techniques and activities were chosen to activate these processes and in 
step six, the outcomes were evaluated. The subsequent sections draw upon existing literature 
to address steps two and three, use empirical data gathered from the target group to discuss 
steps four and five, and briefly present some results from the evaluation in step six. However, 
in this research, the evaluation stage has been divided into formative and summative 
evaluation which are presented in more detail in chapters 5 and 6.  
 
4.2. Step 2: Goals of the Course 
Acknowledging the diversity of intercultural competence models which have been extensively 
reviewed elsewhere (e.g. Scheitza, 2009; Spitzberg & Changnon, 2009), the course has 
mainly been designed on the basis of Deardorff’s Pyramid Model of Intercultural Competence 
(Deardorff, 2006), complemented by the notion of intercultural practice as discussed by the 
founders of the Personal Leadership methodology. Personal Leadership is a self-reflective 
method of taking control of one’s own experience by being more mindful and creative, 
enabling better communication and relationships with others (Schaetti et al., 2009). Chapter 
2.3 and 2.4 have provided more details on the theoretical framework on intercultural 
competence underlying this research, thus this section only highlights relevant key aspects.  
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 The Pyramid Model of Intercultural Competence shown in figure 4.2 offers a well-
established framework specifying 22 components of intercultural competence that achieved at 
least 80% agreement among scholars from the intercultural field who participated in a Delphi 
study (Deardorff, 2006). These 22 items were arranged into the Pyramid Model with attitudes 
such as respect, openness, and curiosity as the “fundamental starting point” (Deardorff, 2006, 
p. 255). This foundation is complemented by knowledge, including cultural self-awareness 
and deep cultural knowledge, and skills, such as being able to listen, observe, and evaluate. In 
addition, there are so-called internal outcomes such as flexibility, adaptability, and empathy. 
All of these, i.e. attitudes, knowledge, skills, and internal outcomes, contribute to the desired 
external outcomes of effective and appropriate communication and behavior (Deardorff, 
2006).  
 
Figure 4.2. Pyramid Model of Intercultural Competence (adapted from Deardorff, 2006, p. 
254) 
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Yet, the Pyramid Model offers rather little insight into how individuals use these intercultural 
competence elements in actual intercultural encounters. This is why the notion of intercultural 
practice from the Personal Leadership methodology by Schaetti et al. (2008, 2009) has been 
added to complement the theoretical framework of intercultural competence in this project. 
Schaetti et al. (2008, 2009) conceptualized intercultural competence as consisting of culture-
specific knowledge, culture-general knowledge, and an intercultural practice in which this 
knowledge is used to behave in an interculturally competent manner. Figure 4.3 offers a 
visualization of the Personal Leadership notion of intercultural competence on the left side as 
well as its reflective process which is presented in more detail in the following section.  
 
 
Figure 4.3. Personal Leadership model and reflective process (based on Schaetti et al., 2008) 
 
92   EVIDENCE-BASED DESIGN         
Personal Leadership has first been introduced in the late 1990s based on action research done 
at the Summer Institute for Intercultural Communication (SIIC) in the USA. The aim of this 
action research was to explore why people who were highly motivated to successfully 
communicate across cultures still had difficulty transferring their motivation and knowledge 
into practice. An underlying assumption of the Personal Leadership approach is that “no 
amount of culture-specific and culture-general knowledge will save us, no amount of 
preplanning will serve us, unless we have an intercultural practice that helps us translate it 
into moment-to-moment competence” (Schaetti et al., 2009, p. 136). In their book on Personal 
Leadership, Schaetti et al. (2008) argued that as much as individuals might enjoy interacting 
with culturally different others, they nevertheless tend to rely on habitual patterns and ways of 
reacting. As a consequence, they might find themselves immersed in resistance-related 
judgments, emotions, and physical sensations, long before being aware that something has 
challenged them (Schaetti et al., 2008). This is in line with Bennett’s (M. J. Bennett, 1993) 
view that intercultural sensitivity requires us to overcome our deeply-rooted ethnocentrism. 
While Bennett (M. J. Bennett, 1993) merely concluded that students need support in their 
learning process towards more ethnorelativism, Schaetti et al. (2008) developed a reflective 
process, guided by question of the so-called Critical Moment Dialogue (CMD). This process 
encourages learners to recognize if “something‘s up”, i.e. if they feel challenged, irritated, 
inspired etc., and pay mindful attention to their judgments, emotions, and psychical sensations 
(Schaetti et al., 2008, 2009). The CMD offers a range of questions to reflect on what is going 
on and disentangle from any automatic reaction. It encourages learners to critically reflect on 
their habitual patterns, asking what these patterns reveal about expectations, assumptions, 
values, and beliefs. In addition, it includes questions on what learners know about the 
situation and the people involved and, more importantly, what they do not know. Table 4.1 
offers an overview of the CMD, its topics and sample questions that guide the reflective 
process. The aim of that reflective process is to give a sense of clarity and support individuals 
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in taking a deliberate decision of what to do next – as shown in the last two rows of table 4.1. 
Schaetti et al. (2009) have pointed out that in some cases we might end up with the same 
action as our automatic response, but “having invited reflection and released ourselves from 
habit, we can be sure that we’re responding to the situation with as much intercultural 
competence as possible” (Schaetti et al., 2009, p. 136).  
 
Table 4.1. Critical Moment Dialogue (CMD) questions (based on Schaetti et al., 2008) 
 Questions to guide reflection 
Attending to judgment What are my positive and negative judgments about myself, others, and 
the situation? What am I assuming? 
Attending to emotion What are the positive and negative emotions I am having, and why do I 
care so much? 
Attending to physical 
sensation 
What are my physical sensations and what are they trying to tell me? 
Aligning with vision How does my experience align or not with my vision? How can I 
strengthen that alignment? 
Engaging ambiguity What do I not know? What more can I not know? 
Cultivating stillness As I take a breath, what insights come? 
 
At the end of the reflection: 
Discerning right action What, if anything, is the right thing for me to do or say? 
Learnings What have I learned from this reflection? In what ways am I more able 
to adjust my behaviors to suit the unique moment? 
 
Based on these models of intercultural competence, the following goals have been derived for 
the elective course on intercultural competence: Upon successful completion of the course, 
students were expected to (1) have an in-depth understanding of how culture influences how 
we feel, think, and act, (2) be able to relate this knowledge to their everyday experience in a 
multicultural environment, and (3) be familiar with the Personal Leadership methodology and 
Critical Moment Dialogue and be able to apply it to their own experience to establish an 
intercultural practice.  
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4.3. Step 3: Selecting Relevant Theories 
The intercultural competence models discussed above have served as a general framework for 
deriving the overarching goals of the course. In step 3, more specific literature on designing 
intercultural learning experiences has been reviewed to identify relevant theories to designing 
this course. While there is huge diversity of intercultural trainings, some authors have offered 
systematic approaches to describe intercultural trainings based on differences in content and 
methods. Concerning content, a frequently used distinction is between culture-general and 
culture-specific training. Culture-general training refers to input on cultural self-awareness, 
culture’s influence on thinking, feeling, and acting as well as on cultural differences in 
general. Culture-specific interventions, in contrast, focus on conveying information about 
specific countries or regions and offer advice on how to interact with people from these 
cultures (Brislin & Pedersen, 1976; Fowler & Blohm, 2004; Graf, 2004; Gudykunst & 
Hammer, 1983; Kinast, 2010; Triandis, 1977). For the intervention designed in this project, a 
culture-general approach seems most suitable for the target group as students at Jacobs 
University Bremen live and study on a campus with fellow students from over 100 countries.  
 
4.3.1. The Role of Experiential Learning 
With regard to the approach to training, a distinction has been made between didactic (or 
knowledge-based) and experiential (or experience-based) approaches (Fowler & Blohm, 
2004; Graf, 2004; Gudykunst et al., 1996; Gudykunst & Hammer, 1983; Kinast, 2010). While 
didactic training approaches focus on cognitive learning and assume that providing 
knowledge enables participants to succeed in intercultural interactions, experiential 
approaches use “structured activities to confront the trainees with situations that may be 
encountered in a foreign culture” (Gudykunst & Hammer, 1983, p. 124), creating an 
experience that can be debriefed and from which participants can learn. Experiences are 
created through simulations, role-plays, observation, and other activities, but also include any 
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real-life experience that participants bring to the training. The didactic approach to 
intercultural training typically uses methods like lectures, readings, videos, and discussion 
techniques which are also frequently used in traditional university teaching (Gudykunst & 
Hammer, 1983). While the didactic approach focuses on cognitive learning, the experiential 
approach also involves learners emotionally and behaviorally (Gudykunst et al., 1996). Given 
that intercultural competence consists of cognitive, affective, and behavioral dimensions, 
intercultural learning interventions at universities should extend didactic approaches by 
including experiential elements. This has received support from research suggesting that 
effective intercultural training uses a blend of both, the didactic and experiential approach 
(Fowler & Blohm, 2004; Graf, 2004; Root & Ngampornchai, 2013).  
Design-wise these insights led to the decision to complement traditional, knowledge-
oriented modes of instruction by experiential elements. According to Bennett (2012), 
combining didactic and experiential approaches could mean to create experiences that 
increase students’ curiosity or help them in reducing anxiety in unfamiliar situations, to select 
relevant concepts and theories than students can use to make meaning from their experiences 
inside and outside the classroom. The notion of creating experiences which are reflected upon 
and linked to relevant concepts has been captured in Kolb‘s learning cycle, as depicted in 
figure 4.4. Kolb’s learning cycle is based on Experiential Learning Theory (ELT) which 
views learning as a process of constant learning and relearning which can best be facilitated 
by actively including learners in the process, drawing upon their ideas and experiences about 
the topic and encouraging them to reexamine those ideas and integrate them with new 
information (A. Kolb & Kolb, 2005). More specifically, individuals assimilate new 
experiences into existing concepts and accommodate existing concepts to new experiences, 
whereby they create and construct their own knowledge. In short, ELT defines learning as 
“the process whereby knowledge is created through the transformation of experience” (D. 
Kolb, 1984, p. 41).  
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Figure 4.4. Kolb’s learning cycle (based on D. Kolb, 1984)  
 
The learning process can be visualized in a learning cycle as shown in figure 4.4. Concrete 
experience provides the basis for reflective observation which serves to assimilate the 
experience and observations into abstract concepts (abstract conceptualization) which can 
then be drawn upon for active experimentation which in turn leads to a new experience. In the 
context of students’ intercultural learning this could mean that students (1) watch a video 
about stereotyping (concrete experience), (2) share their feelings, thoughts, and observations 
about the video (reflective observation), (3) are encouraged to relate it to what they have 
already learned about stereotypes in class and derive their own insights on how to deal with 
stereotypes (abstract conceptualization), (4) and then can experiment with those ideas in a 
follow-up activity (active experimentation). Research has demonstrated individual and 
cultural differences in preferences for different parts of this learning cycle (Barmeyer, 2004; 
A. Kolb & Kolb, 2005; Yamazaki, 2005). Thus, intercultural learning experiences should 
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ideally consist of multiple learning cycles to promote the complex process of intercultural 
competence development (Gregersen-Hermans & Pusch, 2012). In sum, the course design 
should be learner-oriented, actively drawing on participants’ experience and encouraging 
meaning-making by supporting students in linking their experience to existing and new 
knowledge.  
 
4.3.2. Combining Faculty- and Peer-led Instruction 
Based on these considerations, the course has been designed to combine traditional faculty-led 
classes with peer-led, experiential workshops. Combining the two modes of instruction has 
allowed to blend didactic and experiential methods. While faculty seemed best qualified to 
convey knowledge and content than can be drawn upon in the experiential sessions, it has 
been assumed that those experiential sessions might be well-facilitated by peers. Jacobs 
University Bremen has already used peer-led instruction in its intercultural awareness training 
during the orientation week for incoming new students. A qualitative exploratory study and 
subsequent quantitative research on the use of peer-trainers in that context have found strong 
support for the format (Binder et al., 2013; Kedzior et al., 2015). Students who participated in 
the interview study by Binder et al. (2013) agreed that their peer-trainers were credible role-
models who shared their experience and understood their concerns. They further highlighted 
the comfortable atmosphere of the training and the majority perceived their trainers to be 
competent and approachable during and after the training (Binder et al., 2013). These results 
were confirmed by a subsequent quantitative study with a different cohort of students at 
Jacobs University Bremen. Participants rated the format of using peers as trainers positively, 
agreed that they were well-prepared and competent, and expressed interest in becoming peer-
trainers themselves (Kedzior et al., 2015). Though it seems that other universities in Germany 
have also used peer-instructors in intercultural training sessions, Hiller (2010) is one of the 
few to write about their experience with this format at the Europe University Viadrina. Her 
98   EVIDENCE-BASED DESIGN         
anecdotal evidence has offered support for the assumption that peer-instructors can create a 
valuable learning experience for the participants while simultaneously developing their own 
skills further.  
Generally, however, there seems to be little to no research on the benefits and 
challenges of integrating peer-led instruction into intercultural competence courses at 
universities. Yet, there has been a long-standing tradition of research on other forms of peer-
led instruction offering insights into potential benefits and challenges. Studies on more 
traditional forms of peer-led instruction such as tutoring or seminars with teaching assistants 
have demonstrated positive effects for learners such as reduced anxiety, improved retention 
and performance, more creativity, higher confidence and more willingness to try difficult 
tasks, as well as satisfaction and enjoyment with peer teaching situations (Goldschmid & 
Goldschmid, 1976; McKenna & Williams, 2017; Topping, 1996). Furthermore, findings from 
studies on peer-mentoring programs pairing up local and international or junior and senior 
students suggested that peer-mentors can support first-year or international students in their 
transition, for example by helping them reduce anxiety, make social contacts, access 
university services, and integrate into the campus community (Calder, 2004; Glaser et al., 
2006; Husband & Jacobs, 2009). This is in line with findings on peer-led instruction showing 
its potential in connecting students and ease incoming students transition into university life 
(Byl et al., 2015; Goldschmid & Goldschmid, 1976). In their review of evidence on peer-
assisted learning as a tool for social and academic integration, Byl et al. (2015) found support 
for peers’ ability to create an intimate atmosphere for first-year students which is conducive to 
reflection and establishing relationships. In addition, studies have shown that those who teach 
also learn. These studies have yielded evidence for a range of positive effects for peer-
instructors, including increased knowledge and expertise in the subject they teach, 
improvements in communication and teaching skills, as well as increases in self-esteem and 
confidence (Ford, Thackeray, Barnes, & Hendrickx, 2015; Goldschmid & Goldschmid, 1976; 
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Topping, 1996). Likewise, research on peer-mentoring has shown that peer-mentors benefit 
from the experience as well, including developing their communication skills, knowledge on 
other cultures, and self-confidence (Glaser et al., 2006; Husband & Jacobs, 2009; Quintrell & 
Westwood, 1994). 
Another reasoning that has led to the assumption that peer-instructor might well be 
suited to facilitate experiential sessions on intercultural competence lies in the nature of 
intercultural learning. In comparison to most subjects taught at university, intercultural 
learning requires learners much more to get out of their comfort zone. On the one hand, 
intercultural learning is inherently challenging to learners, confronting them with threats to 
their sense of self and reality and encouraging rising levels of self-awareness (Paige, 1993). 
On the other hand, Bennett (2012) has argued that instructors need to push people out of their 
comfort zone for learning to occur and avoid that learners get bored. Yet, at the same time, 
instructors need to be careful to not over-challenge learners and risk resistance to participation 
and learning. The art of facilitating intercultural learning is to “balance[e] challenge and 
support in the program [which] reduces resistance, limits frustration, and enhances the 
potential for deeper learning” (J. M. Bennett, 2012, p. 16).  
While challenges are built into the intervention through the selection of content and 
learning activities, it can be assumed that peers might be able to provide a unique type of 
support in the learning process. They share students’ experience and language and can create 
a safe atmosphere in a community of peers. Over the last decades, research on various forms 
of peer-teaching (i.e. more advanced students tutoring or teaching less advanced students) and 
peer-learning (i.e. collaborative learning on the same level) has offered support for the unique 
role peers can play in university education. There has been consensus that peer-teaching and 
peer-learning do not replace but rather complement traditional forms of teaching by creating 
spaces in which students feel more confident to ask questions or admit they did not 
understand something to peers of a similar age and educational achievement (Boud, 2001; 
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Goldschmid & Goldschmid, 1976). More recently, McKenna and Williams (2017) have 
concluded that existing research suggests “that the social proximity or cognitive congruence 
of peers to the experiences of learners may assist their understanding of learners’ difficulties, 
along with their ability to relate better to learners, than academic staff” (pp. 77-78). Likewise, 
Brown et al. (2014) discussed research offering support for peer instructors’ higher cognitive 
and social congruence, meaning they are better able to anticipate which materials learners 
might find difficult and adapt it to their needs (cognitive congruence) and can create a 
comfortable, safe learning environment where students can express themselves freely (social 
congruence).   
Based on Social Learning Theory by Bandura (1971, 1977), one could further argue 
that peers act as role models who are able to get learners’ attention, motivate them by 
authentically conveying the relevance of the content to everyday life at the university as well 
as create a safe learning environment where learners can experiment with new behaviors. This 
has received further support from research showing that peer instructors can act as role 
models who create a comfortable learning environment in which learners experience less 
anxiety (McKenna & Williams, 2017). In their study, McKenna and Williams (2017) found 
that peer instructors were perceived as role models who share learners’ experience, are easier 
to relate to than faculty, and who can offer guidance on what to expect in the future, such as 
difficult situations during one’s studies or in the chosen professional field. Overall, such 
findings support the idea that peers can act as role models who have faced similar challenges 
and situations and therefore can authentically convey to students why it is worth to get out of 
their comfort zone and develop their intercultural competence. At the same time, they can 
contribute to a learning environment in which students feel comfortable to talk about 
challenges, fears, or struggles. 
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4.3.3. Encouraging Reflection and Meaning-Making 
As presented above, the course design has been done based on Kolb’s learning cycle, 
acknowledging that it is neither sufficient for students to cognitively learn about intercultural 
competence nor to merely experience cultural diversity on campus. Instead, the course has 
been designed in a way that it creates opportunities for students to have a concrete experience 
or activate their memory of intercultural experiences they have had outside the classroom 
while putting emphasis on reflection and making connections to existing knowledge (e.g. 
from faculty-led lectures). Students’ personal intercultural experience offers huge potential for 
intercultural learning, but experience per se does not automatically fuel the learning process. 
To learn from experience, students need to reflect upon it and create meaning – a process 
which should be initiated and facilitated in the classroom and beyond (Otten, 2000). In terms 
of course design, the reflection component has been integrated by making sure there is 
sufficient time for debriefing in the experiential sessions. Furthermore, exams have been 
replaced with weekly reflective tasks, asking students to link what they have read for the 
lectures or experienced in the workshops to their existing knowledge and experience.   
 Reviewing the literature on intercultural learning and training design allowed to 
address step 3 in the evidence-based design process and identify additional relevant theories 
for the course design. At the end of step 3, the preliminary course design consists of a blend 
of didactic and experiential approaches to intercultural learning, with faculty teaching 
knowledge-based lectures and peers facilitating experience-based workshops. Furthermore, 
reflection is actively encouraged in debriefings and homework assignments. In the next 
section, this course design is refined based on empirical data gathered from the target group in 
two studies (step 4 and step 5).  
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4.4. Step 4: Identifying Processes based on Empirical Data 
The following section describes the first of two studies which served to obtain empirical data 
from the target group to further develop and refine the course design. The two studies have 
informed steps 4 and 5 in which processes and activities are identified that facilitate 
achievement of learning goals. Study 1 used a paper-and-pen questionnaire containing two 
quantitative measures of intercultural competence and a qualitative open question on students’ 
subjective understanding of intercultural competence. Study 2 employed focus groups to 
discuss students’ needs and ideas for an intercultural competence course.  
 
4.4.1. Methods 
Participants 
In the first study, all incoming freshmen undergraduate students at Jacobs University Bremen, 
Germany, were sampled in late August 2015. During their orientation week, n=270 students 
were invited to participate in the mandatory one-day intercultural awareness training. Prior to 
the start of the training, they were given the baseline questionnaire which n=133 students 
filled in (response rate: 49%). As summarized in table 4.2, the final sample had an age range 
of 17 to 25 years with a mean age of 18.7 years. 46% of the final sample were female (n=61), 
84% grew up with a monocultural background (n=110), i.e. they were born in the same 
country as both their parents, 77% were raised monolingual at home (n=100), 45% had 
experience living abroad prior to coming to the university (n=58), and 21% previously had 
participated in intercultural trainings (n=27). Students in the sample were relatively evenly 
spread across the three focus areas of the university, each of which comprises various study 
programs under one common theme (i.e. Mobility, Health, and Diversity). 
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Table 4.2. Sample characteristics in study 1 
Sample n=133 
Age Range: 17-25 years; mean = 18.7 years 
Gender 46% female (n=61; male n=71, 54%) 
Focus Area5 Mobility (BSc majors): 46 (35%) 
Health (BSc majors): 36 (27%) 
Diversity (BA majors): 41 (31%) 
Other: 9 (7%) 
Cultural identity* Monocultural: 110 (84%) 
Bi-/Multicultural: 21 (16%) 
Language at home Monolingual: 100 (77%) 
Multilingual: 29 (23%) 
Living abroad 
experience 
Yes: 58 (45%) 
No: 72 (55%) 
Previous training Yes: 27 (21%) 
No: 103 (79%) 
*based on own nationality, country of birth, and country of origin of both parents 
 
Data collection 
The paper-and-pen questionnaire comprised a variety of closed-ended questions, 
demographics, as well as one open-ended question. The open-ended question asked students 
to define intercultural competence (“Please describe in your own words what ‘intercultural 
competence’ means to you”). The closed-ended questions included two scales to measures 
intercultural competence, the 25-item Short Form Test to Measure Intercultural Competence, 
TMIC-S (Schnabel, Kelava, van de Vijver, et al., 2015), and the 10-item Short Form Cultural 
Intelligence Scale, SFCQ (D. C. Thomas et al., 2015). The rationale of using these two scales 
to measure intercultural competence has been discussed in detail in chapter 3.3. On the one 
                                                          
5 Jacobs University Bremen clusters its 16 undergraduate programs into three so-called focus areas. The focus 
area “mobility” is concerned with mobility of people, goods, and information and includes Bachelor of Science 
(BSc) programs such as “Industrial Engineering & Management”, “Mathematics”, “Computer Science”, and 
others. The focus area “health” is concerned with bioactive substances and captures BSc programs such as 
“Biochemistry and Cell Biology”, “Chemistry”, “Physics”, “Earth and Environmental Sciences”, and others. The 
focus area “diversity” looks at diversity in modern societies and includes Bachelor of Arts (BA) programs such 
as “Global Economics & Management”, “Integrated Social Sciences”, “International Relations: Politics & 
History”, “Psychology”, and others. For more information, please visit the university’s website: www.jacobs-
university.de  
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hand, each measurement instrument focuses on slightly different aspects of intercultural 
competence. Thus, including more than one measure allows to gain a more comprehensive 
picture of students’ intercultural competence development. On the other hand, data from both 
instruments can be used to cross-validate the scales. 
The TMIC-S measures learnable facets of intercultural competence across six 
dimensions (i.e. communication, learning, social interaction, self-knowledge, self-
management, and creating synergies). In contrast to the original 75-item version, the TMIC-S 
captures one facet per dimension, i.e. sensitivity in communication, information-seeking, 
socializing, cultural identity reflection, goal-setting, and mediation of different interests. Its 
validity has been demonstrated using data from a German and a Brazilian sample, further 
showing that it is distinct yet correlated to cultural intelligence dimensions (Schnabel, Kelava, 
van de Vijver, et al., 2015). Table 4.3 summarizes the TMIC-S dimensions and facets and 
shows sample items for each facet. Answers to the TMIC-S were recorded on 6-point Likert 
scale (1 “does not apply at all” to 6 “fully applies”) and Cronbach’s alpha was 0.83 for the 
baseline assessment.  
 
Table 4.3. TMIC-S sample items (adapted from Schnabel, Kelava, van de Vijver, et al., 2015) 
Dimension Facet measured in the TMIC-S Sample item 
Communication Sensitivity in communication 
(SC) 
I know how other people feel without them 
having to tell me. 
Learning Information-seeking (IS) When planning a trip abroad I use various 
sources of information.  
Social interaction Socializing (SZ) I use a large part of my free time in order to 
cultivate contacts. 
Self-knowledge Cultural identity reflection (CIR) I make an effort to understand to what 
extent my behavior is shaped by culture. 
Self-management Goal setting (GS) When I plan something I usually then go on 
to achieve my aim. 
Creating 
synergies 
Mediation of different interests 
(MI) 
I am good at mediating between people 
with conflicting interests. 
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The SFCQ offers a theory-based short form of the Cultural Intelligence Scale (CQS). Cultural 
intelligence has been defined as “the ability that individuals have to interact effectively across 
cultural contexts and with culturally different individuals” (D. C. Thomas et al., 2015, p. 
1100), resembling the general definition of intercultural competence used in this research. In 
contrast to the original Cultural Intelligence Scale (CQS), the SFCQ excludes the motivational 
dimension based on the assumption that motivation is related to cultural intelligence but not 
necessarily part of it (D. C. Thomas et al., 2015).  
The SFCQ captures three dimensions, cultural knowledge (i.e. culture-specific and 
culture-general knowledge), cultural skills (i.e. relational skills, tolerance of uncertainty, 
adaptability, empathy, and perceptual acuity), and meta-cognition (i.e. awareness of cultural 
context, conscious analysis of the influence of the cultural context, and planning courses of 
action in different cultural contexts). The three dimensions are measured in a ten-item self-
report scale which has been validated across 14 samples with a total n=3526, representing 
multiple countries, including general population, students, and employees, and demonstrating 
the SFCQ’s content and construct validity, robustness across cultures and languages, as well 
as its potential to predict intercultural effectiveness (D. C. Thomas et al., 2015). Sample items 
for each of the SFCQ dimensions are shown in table 4.4. Answers to the SFCQ were recorded 
on a 7-point Likert scale (1 “strongly disagree” to 7 “strongly agree”) and Cronbach’s alpha 
was 0.81 for the baseline assessment. 
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Table 4.4. Short Form Cultural Intelligence (SFCQ) dimensions and sample items (based on 
D. C. Thomas et al., 2015)  
Dimension Definition Sample item 
Knowledge 
(K) 
Culture-specific and culture-general 
knowledge, including recognizing the existence 
of other culture, knowledge of cultural 
differences, and complexity of that knowledge 
I can give examples of cultural 
differences from my personal 
experience, reading, and so on. 
Skills (S) Relational skills, tolerance of uncertainty, 
adaptability, empathy, perceptual acuity 
I sometimes try to understand 
people from another culture by 
imagining how something looks 
from their perspective. 
Metacognition 
(MC) 
Knowledge of and control over one's thinking 
and learning activities in the specific domain of 
cultural experiences and strategies, measured 
by awareness of cultural context, conscious 
analysis of the influence of the cultural context, 
and planning courses of action in different 
cultural contexts 
I think a lot about the influence 
that culture has on my behavior 
and that of others who are 
culturally different. 
 
Data analysis 
The quantitative data were analyzed using SPSS, including descriptive analyses and t-tests. 
For the qualitative data, 12 participants did not provide an answer and five answers were 
excluded as they did not pertain to intercultural competence. Given that the majority of the 
sample is using English as a second or third language, it was assumed that these five 
participants did not understand the question or were not familiar with the term intercultural 
competence. The n=116 definitions of intercultural competence were analyzed using 
Qualitative Content Analysis (QCA) following the steps described by Schreier (2012). First, 
the coding frame was created using a combined deductive and inductive approach. The 
components from Deardorff’s Pyramid Model of Intercultural Competence (2006) were 
arranged into an initial coding frame which was supplemented with subcategories derived 
inductively from looking through the data (see Appendix C for the full coding frame). Next, 
all definitions were segmented into units of meaning to establish the coding units. After pilot-
testing the coding frame on a subset of definitions and finalizing the coding frame, all 
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definitions were coded using MaxQDA. A quarter of all segments was given to a second 
coder who independently coded these segments using the same coding frame. The initial 
interrater-coder agreement was 79%. Both coders discussed cases of disagreement which led 
to refining the coding frame by collapsing two subcategories into one which led to an 
interrater-coder agreement of 89%.  
 
4.4.2. Results 
Both intercultural competence measures showed relatively high mean values with the TMIC-S 
(measured on a 6-point scale) scoring a mean of M = 4.4, SD = 0.56, and the SFCQ (measured 
on a 7-point scale) scoring a mean of M = 5.3, SD = 0.77. A look at the subscales of both 
measures as shown in tables 4.5 and 4.6 reveals that on average students scored lowest on 
learning and self-knowledge for the TMIC-S and on metacognition for the SFCQ.  
 
Table 4.5. TMIC-S descriptives (measured on a 6-point Likert scale from 1 “does not apply at 
all” to 7 “fully applies”) 
TMIC-S dimension Items Cronbach’s alpha Mean SD 
Learning  3 0.76 4.15 1.11 
Creating Synergies 4 0.67 4.32 0.78 
Communication 6 0.83 4.62 0.76 
Social Interaction 4 0.82 4.38 0.82 
Self-Management 4 0.77 4.73 0.82 
Self-Knowledge 4 0.81 4.12 0.99 
Total 25 0.83 4.4 0.56 
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Table 4.6. SFCQ descriptives (measured on a 7-point Likert scale from 1 “fully disagree” to 7 
“fully agree”) 
SFCQ Items Cronbach’s alpha Mean SD 
Knowledge 2 0.63 5.51 1.06 
Skills 5 0.68 5.37 0.84 
Metacognition 3 0.61 5.00 0.98 
Total 10 0.81 5.3 0.77 
 
Independent samples t-tests revealed a significant difference in intercultural competence 
scores for gender, mono- vs. multilingualism at home, and previous intercultural training 
experience. Women had significantly higher means than men on both scales, the TMIC-S 
(t(130) = 3.3, p = 0.01, M[women] = 4.57, SD[women] = 0.46, M[men] = 4.32, SD[men] = 0.57) and the 
SFCQ (t(130) = 2.4, p = 0.017, M[women] = 5.47, SD[women] = 0.73, M[men] = 5.15, SD[men] = 0.77). 
Participants who were raised multilingually at home showed significantly higher means on the 
SFCQ (t(127) = -2.7, p = 0.008, M[monolingual] = 5.21, SD[monolingual] = 0.70, M[multilingual] = 5.64, 
SD[multilingual] = 0.92). Students with previous intercultural training experience had significantly 
higher means on both scales, the TMIC-S (t(119) = -2.46, p = 0.015, M[no training] = 4.38, SD[no 
training] = 0.53, M[training] = 4.67, SD[training] = 0.49) and the SFCQ (t(128) = -2.22, p = 0.028, M[no 
training] = 5.23, SD[no training] = 0.76, M[training] = 5.59, SD[training] = 0.71). No significant differences 
were found for study major (Bachelor of Arts vs. Bachelor of Science students), previous 
international experience, or mono- vs. multicultural background.  
Findings from the QCA are shown in Table 4.7. A total of n=263 text segments were 
coded for the 116 definitions. As mentioned before, the initial coding frame was based on 
Deardorff’s Pyramid Model of Intercultural Competence, using its specific elements as 
subcategories. Additional subcategories were added as they emerged from the data to capture 
any emic elements of students’ subjective understanding of intercultural competence. As 
shown in the coding frame (see Table 4.7 for all subcategories, see Appendix C for detailed 
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coding frame), each subcategory belongs exclusively to one dimension of intercultural 
competence. In line with most conceptualizations of intercultural competence, these 
dimensions include attitudes, knowledge, and skills. Another distinction is made between 
intrapersonal outcomes (i.e. processes occurring within the interculturally competent person) 
and interpersonal outcomes (i.e. processes occurring between the interaction partners). This 
distinction is closely related to the original distinction between internal and external outcomes 
in Deardorff’s (2006) model. Its terminology has also been inspired by Stier (2006) who 
differentiates between intrapersonal (mainly cognitive and emotional) competencies and 
interpersonal (mainly interactive) competencies. In this research, a similar distinction was 
made to differentiate elements of intercultural competence which manifest themselves within 
the individual from those that become visible in interaction.  
About a third of all text segments pertained to either the interpersonal dimension 
(33%) or the affective dimension (31%), with fewer text segments addressing the cognitive 
dimension (19%) or the intrapersonal dimension (12%), and only 5% relating to the 
behavioral dimension. The remaining 1% included two segments coded as miscellaneous. 
Table 4.7 shows how frequently each subcategory within a dimension was referred to. In the 
affective dimension, the majority of participants mentioned tolerance/acceptance (38%) and 
respect for other cultures (36%) as elements of intercultural competence. For the behavioral 
dimension, the ability to relate to others was most frequently referred to (64%). In the 
cognitive dimension, most references were made to having an understanding of culture (76%). 
For the intrapersonal dimension, about a quarter of the text segments pertained to tolerating 
ambiguity (26%). In the interpersonal dimension, most text segments made reference to 
adaptability to different styles and environments (40%). 
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Table 4.7. Qualitative Content Analysis (QCA) results (based on a total number of text 
segments of n=263) 
Dimension/Subcategory n=number of text segments  
 
(% of total text segments/of total n within this 
dimension) 
Affective Dimension 81 (31%) 
Tolerance/Acceptance 
Respect for other cultures 
Openness  
Curiosity/Discovery 
Valuing Own Culture* 
31 (38%) 
29 (36%) 
10 (12%) 
7 (9%) 
4 (5%) 
Behavioral Dimension 14 (5%) 
Ability to relate to others* 
Ability to listen and observe 
Ability to analyze, interpret, and relate 
9 (64%) 
4 (29%) 
1 (7%) 
Cognitive Dimension 50 (19%) 
Understanding of culture 
Culture-specific information 
Cultural self-awareness 
Sociolinguistic awareness 
38 (76%) 
8 (16%) 
4 (8%) 
0 
Intrapersonal Dimension 31 (12%) 
Tolerate ambiguity 
Cognitive flexibility 
Suspend judgment 
Cross-cultural empathy 
Ethnorelative view 
Mindfulness* 
 
8 (26%) 
6 (19%)  
5 (16%)  
5 (15%)  
5 (16%)  
2 (7%) 
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Interpersonal Dimension 85 (32%) 
Adaptability (to different styles & 
environments) 
Harmonious interaction* 
Appropriate interaction 
Learning through interaction* 
Intercultural interaction 
Conflict management* 
Effective interaction 
Cross-cultural cooperation 
Non-discrimination* 
33 (40%)  
 
14 (16%)  
9 (10.5%)  
8 (9.5%)  
7 (8%) 
6 (7%) 
3 (3.5%) 
3 (3.5%) 
2 (2%) 
Miscellaneous  2 (1%) 
* These sub-categories are data-driven and emerged inductively from the data. 
 
Definitions did not only differ in terms of which dimensions and subcategories they referred 
to, but also in complexity, i.e. how many different dimensions were mentioned. While most of 
the definitions referred to one or two dimensions only (36% and 47.5% respectively), only 
13% of all definitions made reference to three dimensions, 3.5% made reference to four 
dimensions, and none of them included all five dimensions. Further analysis revealed that half 
of the definitions mentioned either the interpersonal dimension only (n=20), affective and 
interpersonal (n=15), affective and cognitive (n=12), or cognitive and interpersonal (n=11).  
In sum, students conceptualized intercultural competence mainly in terms of 
interpersonal outcomes (adaptability), attitudes (tolerance/acceptance, respect for other 
cultures), and knowledge (understanding of culture). Their definitions captured all elements of 
intercultural competence of Deardorff’s Pyramid Model of Intercultural Competence (2006) 
except for sociolinguistic awareness. Several elements had to be added to the coding frame 
which emerged inductively from the data, including “valuing own culture”, “ability to relate 
to others”, “mindfulness”, “harmonious interaction”, “learning through interaction”, “conflict 
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management”, and “non-discrimination”. As discussed in chapter 2.3, emerging non-Western 
approaches to intercultural competence have confirmed existing models like the Pyramid 
Model of Intercultural Competence, but also stressed the need to complement them by 
context-specific, emic elements (Wang & Kulich, 2015). In a similar way, results from the 
QCA have shown that students’ intercultural competence definitions largely fit the theoretical 
framework of the Pyramid Model of Intercultural Competence. However, allowing 
subcategories to emerge inductively from the data means that the design process has also only 
informed by additional elements from students’ subjective understanding of intercultural 
competence which might not be captured in existing models.   
 
4.4.3. Discussion 
This first study served to gain insights into the status quo of intercultural competence levels 
and understanding among the incoming freshmen students who constitute the target group for 
the elective course designed in this chapter. The findings serve as a first set of evidence to 
tailor the course design and content to students’ needs. Both quantitative self-report measures 
have demonstrated a relatively high baseline level with means above the middle point of the 
scale, indicating some degree of intercultural competence among the majority of students. 
Yet, what these scales measure does not necessarily reflect actual competence, practiced in 
concrete situations, but rather awareness, attitudes, and knowledge as well as subjective 
beliefs about one’s intercultural skills. Furthermore, a closer look at the subdimensions of 
both scales revealed where students scored lowest on average, offering an indication of what 
aspects of intercultural competence to potentially focus on in the course. It seems that students 
might benefit from strategies on how to fuel their own intercultural learning process, improve 
on self-management, and on their metacognitive skills. This could be done by encouraging 
students to think about strategies of continuous intercultural learning and by teaching them 
different ways of managing their emotions and reactions in intercultural situations. 
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Furthermore, it could entail showing students strategies for making sense of their intercultural 
experiences by being aware of their existing cultural knowledge, planning how to transfer that 
knowledge into action, and reflecting upon assumptions and making adjustments when 
experience and expectations differ. All of these aspects are covered in the Personal 
Leadership methodology introduced above.  
In addition to these insights from the quantitative part of the study, the QCA on 
students’ definitions of intercultural competence showed that they generally seem to have an 
idea of what intercultural competence means, especially in terms of attitudes 
(tolerance/acceptance, respect for other cultures) and the desired interpersonal outcomes 
(mainly adjustment, integration, and harmony). Yet, the lack of complexity of their definitions 
and negligence of specific skills might be another hint that they need support in transferring 
attitudes and knowledge into desired behavioral outcomes. Thus, it could be beneficial for 
students to gain a deeper understanding of culture in the course and learn how to transfer that 
understanding into practice, including being aware of culture-general skills and how to 
continue developing them through self-directed learning beyond the scope of the course.  
In this study, insights from the quantitative and qualitative parts of the study have been 
merged in the discussion with the purpose of triangulation. Adding insights from the analysis 
of students’ subjective definitions of intercultural competence has allowed to enrich the 
numbers from the two intercultural competence measures and enabled a more comprehensive 
picture of the intercultural competence levels of the target group. In this case, qualitative 
findings have confirmed quantitative findings, suggesting that students have some level of 
understanding of intercultural competence which is largely in line with the Pyramid Model of 
Intercultural Competence by Deardorff (2006). Qualitative findings did not only offer a richer 
picture of students’ intercultural competence, they also allowed to identify context-specific 
aspects that students considered sufficiently relevant to include them in their definitions of 
intercultural competence. The majority of those data-driven, context-specific subcategories 
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could be related to the dimension of interpersonal outcomes, with students associating 
intercultural competence with “harmonious interaction”, “learning through interaction”, 
“conflict management”, and “non-discrimination”. These data-driven aspects seem to reflect a 
concern with maintaining harmonious relationships on campus and preventing or managing 
negative interactions marked by conflict and discrimination. Given students’ specific context 
of living and working in a highly diverse, relatively small community (of less than 300 
students in their year of study), these data-driven elements might reflect their concern with 
promoting harmony and mutual learning while avoiding conflict and discrimination. In 
addition, data-driven subcategories added elements in the affective (“valuing own culture”), 
behavioral (“ability to relate to others”), and intrapersonal outcomes (“mindfulness”) 
dimensions. Those elements further support the assumption that students are concerned with 
establishing and maintaining good relationships with their peers and highlight additional 
aspects such as being mindful and valuing one’s own culture. Overall, these data-driven 
elements of intercultural competence have offered further support the inclusion of the learning 
goal of familiarizing students with the Personal Leadership methodology as a way of 
practicing intercultural competence and cope with critical moments.  
Overall, findings from study 1 have influenced the selection of processes and activities 
by showing that the target group seems to have a basic level of understanding of intercultural 
competence and interest to develop it, thus shifting emphasis to building a more complex 
understanding of culture, its influence on how we feel, think, and act, and to supporting 
specific cognitive, affective, and communicative processes such as perspective-taking and 
suspending judgment, emotion management, and flexibility to switch between different 
communication styles. These processes can be identified in the Pyramid Model of 
Intercultural Competence as shown in figure 4.2 and complemented by the notion of 
intercultural practice in the Personal Leadership methodology as visualized in figure 4.3.  
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4.5. Step 5: Identifying Activities based on Empirical Data 
The second study has been conducted to address step 5 and identify activities to finalize the 
course design. At this step it once more has become apparent why higher education instructors 
should employ an evidence-based design process. As Bennett (2012) has concluded, the 
“process of selecting activities has traditionally consisted of identifying the latest collections 
of exercises and simulations and stringing the best of them together to create a stimulating 
program” (p. 17). However, such an approach to selecting activities suffers from a lack of 
alignment of activities with the learning goals and processes that should be activated to 
achieve these goals. Instead of picking the latest exercises or those one is familiar with, the 
selection of activities should be based on criteria such as whether those activities support 
achievement of the learning goals and whether they are appropriate for the target group and 
content (J. M. Bennett, 2012; Stephan & Stephan, 2013). Unfortunately, systematic overviews 
of intercultural learning activities and how they relate to existing theories and empirical 
research hardly exist to date. In an attempt to fill that gap, Fowler and Blohm (2004) have 
reviewed commonly used training methods, discussing advantages, shortcoming, and possible 
uses of methods such as lectures, written materials such as readings, visual materials like 
videos, case studies, simulations, role-plays, and exercises. Concerning more specific 
activities and exercises, there are numerous books with exercises that trainers can draw upon 
(cf. e.g. Berardo & Deardorff, 2012; Saphiere, Kappler Mikk, & Ibrahim Devries, 2005; 
Thiagarajan & Thiagarajan, 2011). Typically, these books include descriptions of activities, 
including possible adaptations and debriefing questions to support participants in making 
meaning from the experience. For this course, a handbook has been created, providing 
detailed information on the learning activities and content of each experiential workshop 
session (see Appendix D).  
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4.5.1. Methods 
Participants 
In the second study, a sample of n=18 undergraduate students were recruited to participate in 
focus groups using a mix of convenience and purposive sampling strategies (Quinn Patton, 
2002). In the first step, the entire undergraduate student body was contacted via the university 
mailing list to invite students to participate in a discussion group on intercultural competence. 
The initial selection of participants was more of a convenience sample as every student who 
responded to the invitation was included in the sample. The 18 interested students were asked 
to submit demographic information including gender, cultural background, and study major. 
This information was used to purposefully compose four heterogenous focus groups with 
regard to gender, cultural background, and study major. The final sample of n=18 students 
were mainly undergraduate first-year students from social science and business majors, out of 
which ten were female. Students stated their cultural background as German (n=5), Chinese 
(n=2), US-American/German (n=2), US-American (n=1), Kosovan (n=1), South Korean 
(n=1), Italian (n=1), Palestinian (n=1), Philippian/Singaporean (n=1), and Bulgarian/Turkish 
(n=1). Students were compensated for their time by experiment credit for students in first-year 
methods courses.  
 
Data collection 
Four focus groups composed of three to eight participants were conducted from September 
21-26, 2015. The focus groups were scheduled for 1.5 hours and took place in a seminar room 
of the university. Snacks and drinks were provided to create a comfortable atmosphere. After 
providing participants with general information on the discussion topic and obtaining their 
informed written consent, an icebreaker task was used to approach the topic of intercultural 
competence. Participants were asked to draw their intercultural superhero. Once participants 
completed their pictures, they were asked to present them to the group and explain what they 
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sketched on paper. The moderator facilitated the turn-taking when necessary and guided the 
discussion following the topic guide created before to make sure certain topics were covered 
(see Appendix E for topic guide). These topics included discussing (1) who needs 
intercultural competence and why, (2) how intercultural competence can be developed at the 
university, (3) students’ experience of the orientation week training, as well as (4) students’ 
ideas for an elective course on intercultural competence. For the latter, participants were 
explicitly encouraged to bring in any ideas, no matter whether they seem feasible or not, and 
also discuss their thoughts the idea of involving peers or external trainers in teaching the 
course. With participants’ consent, the focus groups were video-taped and transcribed.  
 
Data analysis 
All focus groups were transcribed verbatim and analyzed in MaxQDA using several rounds of 
coding. In the first round, inductive coding was used to identify themes and subcategories 
within each theme. In the second and third round, these codes were condensed into a 
comprehensive coding frame, linking identified codes to previous findings from the QCA in 
study 1 as well as to theoretical concepts when possible.  
 
4.5.2. Results 
Four main themes emerged from the data, (1) students’ concept of intercultural competence, 
(2) meta discussion on intercultural competence, (3) intercultural competence development, 
and (4) ideas for a course on intercultural competence. While the first theme covers students’ 
definition of intercultural competence and thereby is directly related to the elements identified 
in the QCA in study 1, the second theme includes parts where participants moved beyond 
discussing elements of intercultural competence to a more general discussion on intercultural 
competence, including the underlying notion of culture or the idea of lifelong learning. The 
third and fourth theme capture codes for segments pertaining more to how intercultural 
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competence can be developed, in general (theme 3) and in an elective course at the university 
(theme 4).  
 
Theme 1: Students’ concept of intercultural competence 
While students addressed many of the elements from study 1, there were some notable 
differences which will briefly be presented here. In the affective dimension, two additional 
aspects were brought up in two of the focus groups: courage and love. Some participants 
commented that it takes courage to admit mistakes in intercultural encounters, for example 
when having made false assumptions or having behaved inappropriately. Likewise, some 
participants equated intercultural competence with showing love for all human beings. In the 
cognitive dimension, three of the four groups discussed the importance of linguistic 
competence – an aspect also covered in some of the intercultural superhero pictures (see 
figure 4.5 for examples) with the superhero speaking various languages, a prerequisite for 
being able to communicate with each other. Another facet brought up by participants was to 
learn a few words of another person’s language:   
“P1: (…) it's good if you try to, for example if your roommate is from China, you can start 
learn a little bit of Chinese and the other way around. That's a really cool way to kind of just 
get to know each other. - P2: And to show them that you care and that you are interested” 
Similar to study 1, there were rather few comments on specific skills. With regard to 
intrapersonal outcomes, most of the discussion evolved around ethnorelativism, which one 
participant linked to being crucial to growth and development:  
“Or if you said something and someone is like 'Please don't say that, that's incredibly offensive 
where I am from' - and one is to be like 'Ok, I can like learn from this experience' or just like 'I 
was wrong'. Because if you always just stick to whatever you have always believed then you 
are never gonna be able to grow.” 
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Finally, in the interpersonal dimension, an additional category was brought up with the idea of 
creating synergies by integrating different cultural styles as captured in this participant’s 
example: 
“Because you can learn from what they do and then maybe just share all advantages from 
different ways of preparing a presentation or doing a group paper together. And then for your 
next paper that you may have to do on your own, you know, oh wait, I learned something new 
from this person and then from that person. And then that helps you personally grow with your 
own knowledge and education.” 
 
 
Figure 4.5. Selection of focus group participants’ intercultural superhero drawings 
 
Theme 2: Meta discussion on intercultural competence 
In the focus groups, participants went beyond describing elements of intercultural competence 
and elaborated on four topics related to the concept of intercultural competence. All groups 
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discussed the human tendency to prefer being with people who are similar and be afraid of the 
unknown, meaning it requires effort to be interculturally competent:  
“Even though every human has (…) fear about something which is foreign, which is alien, 
which is different, but the more educated you are, the more likely that you get used to it, be 
like, I try it out, I try things, I just look it up and give it a try and then make up my mind 
afterwards instead of just like saying, I haven't seen it yet, it probably isn't good for me.” 
All groups also discussed that intercultural competence requires a lifelong learning process: 
“I think there is no situation in which you can say, I am intercultural competent and that's it for 
now. I think it's a process. There is always things you can learn, you can experience, and I 
think there is just no situation in which you can say, ok, I am confident with that, that's enough 
intercultural competence for me (laughing, some other participants also laugh), and I am out of 
here. So that's not the way the world is built and the different cultures are just too complex to 
say that it’s enough.”    
Two groups brought up the issue of power and the question who adapts to whom in 
intercultural situations and one group discussed the underlying notion of culture when talking 
about intercultural competence, asking to think beyond national culture. 
 
Topic 3: Intercultural competence development 
Participants’ comments on how intercultural competence can be developed were grouped into 
four subtopics. The first subtopic has evolved around how intercultural competence can 
generally be promoted, for which participants brought up exposure to other cultures (for 
example through living abroad, exchange programs, intercultural contact), exploring 
similarities and differences between cultures, and learning about intercultural theory. The 
second, related topic concerns influencing factors in this process, which participants named as 
parents/socialization, role models, and the Internet which might enable new forms of 
intercultural contact. The third topic relates to how intercultural competence is already 
promoted at the university, including informal learning activities (such as cooking together, 
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celebrating different cultural and religious festivals), the intercultural training during 
orientation week, the international community on campus, as well as housing arrangements 
and assignment into multicultural groups in classes. Finally, students discussed their own role 
in developing intercultural competence, addressing issues like being motivated to engage in 
intercultural contact, escaping the tendency to cluster with one’s own cultural group, as well 
as making the most out of being in an international community:  
“I think it's also up to us as much as it is up to them [the university]. I think they can help facilitate 
these things and promote them more but also it's in our hands to a certain extent (…) to take 
advantage of the environment we are in and the fact that we have such a gift and advantage to be 
around in like such an intercultural environment, period.” 
 
Topic 4: Ideas for an intercultural competence class 
Across all focus groups, participants were encouraged to share their ideas on the content, 
learning activities, and instructors of an intercultural competence class. They were explicitly 
encouraged to think outside the box of traditional university classes. Concerning content in 
general, participants expressed a desire to learn about their own culture (cultural self-
awareness) and those of others (culture-specific knowledge) as well as about intercultural 
theories (culture-general knowledge). They discussed using a flexible design with 
multicultural group work and opportunities to interact rather than just passively receiving 
knowledge. Two groups also expressed their preference for designing the course as pass/fail 
to reduce the performance pressure. One group expressed their doubts that students would 
show up if they did not get credit points as an incentive, mainly because of their high work 
load with other courses. Concerning specific learning activities, participants offered 
suggestions ranging from more traditional project work in groups and interactive formats to 
field trips, informal learning components such as cooking together or treasure hunts. Finally, 
focus groups were encouraged to discuss how they would feel about a peer-learning 
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component where older students teach younger students, similar to the orientation week 
training. All groups were positive about this idea, arguing that older students can share their 
experience, be authentic role models, create a more comfortable atmosphere for discussing 
intercultural issues, and benefit from this experience as well. While some participants argued 
that professors should be involved because they have more theoretical expertise, others 
expressed doubts whether they would be comfortable discussing real intercultural challenges 
with their professors. Overall, participants were rather skeptical of bringing in professional 
intercultural trainers, expressing doubts that the class would feel too formal and that external 
instructors have no knowledge of their unique context and just come and go.  
 
4.5.3. Discussion 
With topic four being most relevant to the course design, the discussion section will mainly 
focus on this topic and only briefly address the other three. The first two topics addressed 
students’ understanding of intercultural competence, confirming the findings from study 1 and 
contributing ideas for discussing intercultural competence on a meta level in the course. Data 
on these topics thereby yielded additional data-driven elements of intercultural competence, 
allowing more insights into students’ subjective understanding of intercultural competence. 
Topic three amongst others offered glimpses into students’ experience at the university that 
could be built upon in the course, including their contact with other cultures as well as the 
issue of clustering, both of which speak in favor of purposefully using the cultural diversity in 
the course and allowing sufficient time for students to socialize and work across cultures in 
small groups. As topic four directly concerned ideas for course design, it has offered multiple 
insights that influenced the final course design.  
With regard to step 5 of identifying activities, many students expressed a desire to 
receive theoretical input while placing emphasis on interactive or more informal activities. 
While activities such as treasure hunts or field trips were beyond the scope of the course 
EVIDENCE-BASED DESIGN          123  
designed here, this finding speaks in favor of offering theoretical input in lectures and 
readings and using interactive workshops with activities that allow students to apply what 
they have learned previously and link it to their own experience inside and outside the 
classroom. Students showed interest in obtaining culture-general knowledge, but also 
discussed culture-specific knowledge as being crucial to becoming interculturally competent. 
Their desire to learn about each other’s culture and benefit from the diversity on campus led 
to including activities that allow students to share information about their cultures in small 
groups, such as interviewing each other. For the overall design, students’ suggestion about 
making the course a pass/fail course to reduce pressure was taken up. Finally, the design 
aspect of combining faculty- and peer-led instruction was received positively in all focus 
groups and therefore maintained.  
 
4.6. Discussion of the Final Course Design 
Figure 4.6 offers a visualization of the results of steps 1-5 in the evidence-based design 
process, summarizing the final course design. It also includes information on step six which is 
described in briefly in the next section and in more detail in chapters 5 and 6.  
 
 
Figure 4.6. Applying the six-stage process of evidence-based course design  
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The course has been offered for the first time in spring semester 2016, i.e. over 14 weeks from 
February to May 2016. A total of 34 first-year students from 18 different nationalities, various 
majors, and both genders enrolled in the course. Students could select the course to satisfy 
their elective course requirements in the so-called Triangle area which offers general 
education courses for students across all majors (see step 1). Upon successful completion, 
students received 2.5 ECTS credits for active attendance and completion of the weekly 
reflective assignments. The overall aim of the course has been to support students’ 
intercultural competence development and the specific learning outcomes (see step 2) include 
to (1) promote an in-depth understanding of culture and its influence on how we feel, think, 
and act, (2) encourage students to link this knowledge to their own experience, and (3) 
familiarize students with the Personal Leadership methodology as a way of establishing an 
intercultural practice. These goals have been addressed in alternating faculty-led lectures (75 
minutes with all 34 students) and peer-led experiential workshops (2.5 hours in two smaller 
groups with two peer-instructors each) (see step 3). Peer-instructors were recruited from the 
third-year cohort of the intercultural relations program6 and had just completed an 
intercultural trainer certificate program during the winter school7. Informed by the theoretical 
framework described in step 3 and the empirical studies conducted to address steps 4 and 5, 
the content of each week is provided in table 4.8. A detailed handbook is available in the 
appendix (Appendix D).  
 
                                                          
6 The “Intercultural Relations and Behavior” (IRB) program has been a Bachelor of Arts (BA) program at Jacobs 
University Bremen, combining social psychology and social sciences (i.e. sociology, political science, mass 
communication, economics) to address the question how culture influences individual and collective behavior. 
More info on IRB program can be found in the program handbook: https://www.jacobs-
university.de/drupal_lists/archives/programs/IRB_Handbook_2014.pdf  
7 The Winter School on Intercultural Competence is a two-week course offered as part of the Winter School 
program at Jacobs University Bremen (for more information, please see: https://www.jacobs-
university.de/study/winter-school). Since 2013, the two-week course has been offered by Jacobs University 
Bremen and InterCultur gGmbH (a non-profit intercultural training company) to university students and external 
participants who seek to become certified intercultural trainers. The course covers topics such as intercultural 
theory, training design and facilitation techniques, visualization techniques, experiential learning, learning and 
teaching across cultures, and more.  
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Table 4.8. Course content  
Lectures Workshops 
Introductory session Teambuilding 
What is culture? An introduction to cross-
cultural psychology 
Exploring cultural identities 
How culture influences how we feel, think, and 
act 
Practicing cognitive flexibility  
Intercultural interaction Switching styles – expanding your repertoire 
Personal Leadership Practicing personal leadership 
Wrap-up session  
 
4.7. Concluding Remarks 
This chapter has demonstrated how the first five steps of the six-stage process for intercultural 
program design by Stephan and Stephan (2013) can be used to systematically design an 
elective university course on intercultural competence. The course described in this chapter 
has been designed for first-year undergraduate students at an international, private university 
in Germany. The elective course aims to promote students’ intercultural competence 
development along three specific learning objectives. These learning objectives have been 
derived based on a review of relevant literature, a clear concept of intercultural competence, 
as empirical evidence from the target group. Empirical evidence has been gathered in two 
studies which informed the course’s design as well as the selection of content and activities. 
 This chapter has demonstrated how to use an evidence-based approach to the design of 
formal curriculum interventions aiming to supports students’ intercultural competence 
development. It thereby contributes to the emerging literature on evidence-based intercultural 
program design, demonstrating how to apply the six-stage process described by Stephan and 
Stephan (2013) to the design of an intercultural competence course for university students. In 
their publication, Stephan and Stephan (2013) presented an example of how they implemented 
the six-stage process to the design of an intercultural dialogue program, drawing upon 
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evidence in the form of existing theories and research. Not only does has this chapter shown 
how to implement the process to a different type of intervention, but also how to go a step 
further and include empirical evidence from the target group of the intervention. In that sense, 
evidence can come from existing theories and research, as described by Stephan and Stephan 
(2013), but it can be complemented by data from the specific target group to inform the 
design process.  
 Another contribution of this chapter is to serve as an example to other higher 
education instructors seeking to design intercultural competence courses. Though the learning 
goals, processes, and activities discussed in this chapter are partly specific to the target group 
and context, instructors at other institutions can draw upon the theoretical framework and 
review of existing research presented in this chapter and in chapter 2. Their resources might 
not allow to use time-consuming qualitative research methods such as qualitative content 
analysis (QCA) of students’ subjective definitions of intercultural competence or focus 
groups. However, they might still be able to collect data from the target group, for example 
through a baseline questionnaire. Such a questionnaire could include one or two quantitative 
measures of intercultural competence, serving to gain insights into the status quo of students’ 
intercultural competence level and to provide a basis for evaluation of the intervention in later 
steps. It furthermore could entail open questions to learn more about students’ expectations, 
needs, and interests concerning intercultural competence.  
 Generally, instructors at other higher education institutions might define different 
learning goals and select different processes and activities to suit their specific target groups 
and contexts. However, they can still benefit from the findings presented in this chapter in 
terms of more general design features of the course such as peer-led instruction, experiential 
learning activities, and reflective assignments. These features have largely emerged from the 
review of existing theories and research, thus being less context- and target group-specific 
than the learning objectives and specific learning activities. However, as mentioned before, 
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this chapter has focused on steps one to five, i.e. the design phase, only. The subsequent 
chapters address step 6, the evaluation, which has enabled insights into benefits and 
challenges of the course design as well as its effectiveness in increasing students’ intercultural 
competence and achieving the learning objectives. The next chapter focuses on the formative 
evaluation to explore the benefits and challenges of design features such as combining 
faculty- and peer-led instruction and including reflective assignments.  
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Chapter 5 
Formative Evaluation 
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5. Formative Evaluation:  
Benefits and Challenges of Faculty- and Peer-led Instruction and Reflective Assignments 
This chapter provides more details on the formative evaluation of the elective course on 
intercultural competence designed in the previous chapter. It thereby constitutes part of the 
evaluation (step 6) of the model by Stephan and Stephan (2013), conducting a context-
specific evaluation aimed at identifying strengths and weaknesses of the course design as well 
as deriving ideas for its improvement. The next chapter adds to this by offering details on the 
summative evaluation, seeking to go beyond the immediate context of the course and assess 
its overall effectiveness in promoting students’ intercultural competence and achieving the 
specific learning goals formulated in chapter 4 (Quinn Patton, 2002).  
 The elective course “Intercultural Competence in Practice” has been designed using 
the six-step evidence-based approach Stephan and Stephan (2013). The design phase (steps 1-
5) has been described in detail in the previous chapter. The course has specifically been 
offered for first-year undergraduate students at Jacobs University Bremen, Germany. The 
small, private university in Northern Germany has a highly diverse student body with almost 
1,400 students from 110 countries in 20178. The course has been offered in spring semester 
2016 (i.e. February to May 2016) as an elective course for first-year students of all study 
programs. In spring 2016, a total of 34 students were enrolled in the course. They received 2.5 
ECTS for attending alternating lectures (75 minutes instructed by a faculty member) and 
workshop sessions (2.5 hours facilitated by peer-instructors). In addition to mandatory 
attendance, students had to successfully complete weekly reading and reflection assignments. 
Peer-led sessions were facilitated by students in their final year of their undergraduate 
studies in the “Intercultural Relations and Behavior” program. Peer-instructors were recruited 
from a pool of students who had previously completed an intercultural trainer certificate 
                                                          
8 For facts and figures about Jacobs University Bremen, please refer to: https://www.jacobs-
university.de/sites/default/files/ju_fact_sheet_e_30.pdf  
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course offered by the university in collaboration with a non-profit intercultural training and 
education company. In total, five peer-instructors joined the pilot project. They did not 
receive any monetary compensation for their work. However, they were incentivized by 
having an opportunity to gain experience in intercultural training and deepen their training 
and facilitation skills. Peer-instructors met bi-weekly with the author to discuss each 
workshop as well as any issues emerging throughout the semester. Workshops were run in 
two smaller groups with two peer-instructors each, allowing peer-instructors to share 
responsibilities and have sufficient flexibility to balance their workload as a student with their 
role in the project. Peer-instructors decided to pair up to complement each other in teaching 
style and skills, though at times their pairing was rather driven by who was available.  
The combination of faculty- and peer-led instruction, complemented by weekly 
reflective assignments to replace exams, constitute some of the unique features of this course 
which are evaluated in this chapter. More specifically, this chapter addresses two research 
questions:  
RQ2.1: What are benefits and challenges of combining faculty- and peer-led 
instruction with reflective assignments?  
RQ2.2: How can the course design be improved? 
The following section presents assumed benefits and challenges of combining faculty- and 
peer-led instruction with reflective assignments derived from existing theories and empirical 
research. Though these assumptions offer insights on potential answers to research question 
2.1, they only serve as a starting point of exploration. This formative evaluation is largely 
exploratory in nature, seeking to identify additional insights on both research questions 
inductively from the data. It thereby adds to our emerging understanding of how to use peer-
led instruction and reflective assignments to complement more traditional faculty-led teaching 
on intercultural competence. 
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5.1. Underlying Assumptions 
The previous chapter has presented relevant theories and empirical evidence that contributed 
to the decision of complementing faculty-led, knowledge-oriented lectures with peer-led 
experience-based workshops and reflective assignments. This section draws upon those 
theories and existing empirical research to derive assumptions about potential benefits and 
challenges related to these design features. The assumptions have been explored in the 
formative evaluation of the course seeking to identify benefits and challenges of the design as 
well as ideas for its improvement.  
The course design combines faculty- and peer-led instruction, based on the assumption 
that faculty is highly qualified to instruct knowledge-oriented sessions, while peer-instructors 
might offer unique benefits in facilitating students’ intercultural learning process in 
experiential sessions. Intercultural learning often requires learners to leave their comfort zone, 
critically examine their identity, values, and worldview, and engage in learning activities in 
which they experiment with new behaviors (J. M. Bennett, 2012; Gregersen-Hermans & 
Pusch, 2012; Paige, 1993). As presented in the previous chapter, research on various forms of 
peer-instruction has supported the assumption that peers can create a safe and comfortable 
learning environment in which such learning is possible (Binder et al., 2013; Boud, 2001; K. 
Brown et al., 2014; Goldschmid & Goldschmid, 1976; Hiller, 2010; Kedzior et al., 2015; 
McKenna & Williams, 2017). However, as Gregersen-Hermans and Pusch (2012) have 
argued, intercultural learning does not not only require trust among students and instructors, 
but also perceived relevance of content and activities. From a social learning perspective 
(Bandura, 1971, 1977), it can be assumed that peer-instructors act as role models, increasing 
students’ attention and motivation by explaining from their own experience why developing 
intercultural competence is important for living and studying on an international campus. This 
assumption has received support in prior qualitative research on peer-led intercultural training 
at Jacobs University Bremen (Binder et al., 2013) as well as from the use of peer instruction 
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in other contexts (McKenna & Williams, 2017). Overall, it seems that in the presence of 
peers, students “are able to articulate what they understand and to be more open to be 
critiqued by peers, as well as learning from listening to and critiquing others” (Boud, 2001, p. 
8). Jacobs University students participating in focus groups during the design phase of the 
course (presented in chapter 4) all were positive about the idea of involving peer-instructors. 
They related it to expected benefits such as peer-instructors serving as authentic role models 
who share students’ experience and can create a more comfortable atmosphere for talking 
about intercultural challenges. Some focus group participants explicitly expressed doubts that 
they would feel comfortable sharing intercultural challenges with professors but would do so 
with peer-instructors. These aspects have been summarized in the first assumption capturing 
assumed benefits of peer-led facilitation of experiential workshop sessions: 
Assumption 1: Peer-instructors can establish a safe learning environment in which 
students can share experiences and ideas, imitate and experiment with new behaviors 
and communication styles, as well as learn with and from each other.  
Though students might feel more comfortable discussing intercultural challenges with peers, 
faculty is highly qualified to instruct more traditional knowledge-oriented sessions. In such 
sessions, faculty can teach about their areas of expertise, providing content that can be drawn 
upon in the peer-led experiential sessions and reflective assignments. Generally, there seems 
to be widespread consensus among scholars that peer-led forms of instruction do not replace 
teaching by faculty but rather complement it, for example by creating additional spaces in 
which students feel comfortable to ask questions, discuss ideas, and seek support (Boud, 
2001; Goldschmid & Goldschmid, 1976). In support of this argument, Topping’s (1996) 
review of research on peer tutoring has found that some students expressed a preference for 
being taught by faculty. Similar results have been found in the focus groups conducted in the 
first part of this research (presented in chapter 4). In some focus groups, participants 
emphasized their desire for faculty to be involved in teaching, assuming faculty has more 
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theoretical expertise. Thus, the following assumption has been made about benefits of faculty-
led instruction: 
Assumption 2: Faculty is perceived as a credible source of knowledge, having the 
authority and expertise to instruct knowledge-oriented lectures.  
Besides positive effects for learners, empirical research on peer-led forms of instruction and 
peer-mentoring has demonstrated benefits for those who teach or mentor, including increased 
knowledge and expertise in the subject they teach, acquisition of knowledge on other cultures, 
improvements in communication and teaching skills, as well as increases in self-esteem and 
confidence (Ford et al., 2015; Glaser et al., 2006; Goldschmid & Goldschmid, 1976; Husband 
& Jacobs, 2009; Quintrell & Westwood, 1994; Topping, 1996). Again, students participating 
in the focus groups (presented in chapter 4) also expressed the expectation that those who 
teach can learn at the same time. Based on these findings, the following assumption has been 
added about the expected benefits of peer-led instruction: 
Assumption 3: Peer-instructors will benefit from the experience by developing their 
communication and facilitation skills as well as becoming more confident. 
However, various authors have commented on potential challenges of various forms of peer-
led instruction, including investing into recruitment and skills training of peer instructors to 
ensure quality of instruction (K. Brown et al., 2014; Hiller, 2010; Topping, 1996). For the 
intercultural competence course evaluated in this chapter, this challenge has been addressed 
by recruiting peer-instructors who had previously completed an intercultural trainer certificate 
program. However, research on peer-mentoring programs has pointed to other potential 
challenges such as increased stress on the peer-mentors, lack of mutually shared expectations 
and objectives, and mentees not showing up for meetings, potentially because they feel less 
pressure compared to formal meetings with professors (Glaser et al., 2006). While the latter 
challenge has been countered by mandatory attendance, the potential issue of peer-instructors 
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being respected as both teachers and peers remains. Based on these ideas and findings, the 
following assumption has been added to capture potential challenges of peer-led instruction: 
Assumption 4: Challenges might entail that peer-instructors need to manage their 
workload, be a respected authority and peer, and qualified to facilitate experiential 
activities.  
Finally, another design feature of the course has been to replace exams with reflective 
assignments. Based on Kolb’s learning cycle, which has been described in the previous 
chapter (A. Kolb & Kolb, 2005; D. Kolb, 1984), it is assumed that reflection plays a crucial 
role in students’ meaning-making from potential learning experiences inside and outside the 
classroom. It is through reflective processes that students make connections to their existing 
knowledge, including what they have learned in faculty-led sessions, and create new 
knowledge from their experience by drawing abstract conclusions from it. Reflective 
assignments therefore are assumed to play an important role in encouraging students to link 
knowledge and experience. They further are assumed to enable students to engage with course 
content on a continuous basis, thereby deepening their learning. All of this has been 
summarized in the following assumption on the benefits of reflective assignments: 
Assumption 5: Reflective assignments support the learning process by engaging 
students with the course content on a continuous basis as well as by promoting 
meaning-making and linking experience and knowledge.  
These five assumptions have served as a starting point for the formative evaluation, 
summarizing assumed benefits and challenges of combining faculty- and peer-led instruction 
and integrating experiential sessions and reflective workshops. These assumptions have been 
derived based on existing theories and empirical evidence. Yet, as there has so far been rather 
little research on this particular design for intercultural learning interventions, the formative 
evaluation has been largely exploratory, allowing for additional benefits, challenges, and 
ideas for improvement to emerge inductively from the data. The next section offers more 
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details on how the data collection and analysis, followed by presenting and discussing results 
to derive insights on both research questions guiding the formative evaluation. 
 
5.2. Methods 
This study is part of a longitudinal, mixed methods doctoral research project focusing on the 
design and evaluation of an intercultural competence course for university students. Chapter 3 
has offered a comprehensive overview of the overall research design and on the second stage, 
the formative evaluation, in particular. The formative and summative evaluation both draw on 
data collected longitudinally from the beginning to the end of the course. This chapter focuses 
on the formative evaluation, guided by the following two research questions: 
RQ2.1: What are benefits and challenges of combining faculty- and peer-led 
instruction with reflective assignments? 
RQ2.2: How can the course design be improved? 
To address these research questions and explore the assumptions presented above, this part of 
the evaluation mainly has drawn upon qualitative data obtained in semi-structured interviews 
with course participants and peer-instructors, complemented by qualitative and quantitative 
data from the post-test questionnaire administered to all students enrolled in the course. To 
gain more comprehensive insights into benefits and challenges of the course design as well as 
ideas for improvement, triangulation of data and between-method triangulation have been 
used (Flick, 2004). Triangulation of data has been achieved by collecting data from two 
different groups of people, i.e. students enrolled in the course and peer-instructors. In 
addition, different research methods have been combined for between-method triangulation, 
in this case questionnaires and semi-structured individual and group interviews.  
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5.2.1. Participants 
Data were collected from all students enrolled in the course as well as from the five peer-
instructors who facilitated the peer-led experiential sessions. All n=34 students filled in the 
pre- and post-test questionnaire. From this sample, a sub-sample of n=10 students has been 
drawn for semi-structured interviews using a purposive sampling strategy. The aim was to 
compose a heterogeneous sample with regard to gender and cultural background. The 
demographic characteristics of the sample and sub-sample are provided in table 5.1.  
 
Table 5.1. Student sample characteristics  
 Sample Sub-sample for interviews 
Total n 34 10 
Gender 
Female 
Male 
 
24 (71%) 
10 (29%) 
 
5 (50%) 
5 (50%) 
Nationality  
(self-identified) 
 
18 different nationalities 
Germany: 7 
India: 4 
USA: 3 
Albania, Bulgaria, China, 
Ethiopia, Senegal: 2 each 
Egypt, Guatemala, Kosovo, 
Nepal, Pakistan, Peru, 
Philippines, Rwanda, Taiwan, 
Tanzania: 1 each 
8 different nationalities 
Germany: 2 
USA: 2 
Albania, China, Nepal, 
India, Rwanda, Egypt: 1 
each 
Major 
Bachelor of Arts 
Bachelor of Science 
 
17 (50%) 
17 (50%) 
 
6 (60%) 
4 (40%) 
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In the overall sample, students self-reported coming from 18 different cultural backgrounds, 
the majority was female (71%), and they were evenly spread across Bachelor of Arts and 
Bachelor of Science majors. About half of them had previous experience living abroad (53%) 
and the age range was 17 to 22 years. In the interview sample, half of the sample was female 
(50%) and eight different cultures were represented. Six of them were enrolled in Bachelor of 
Arts programs and four in Bachelor of Science programs. In addition, all n=5 peer-instructors 
were included in this part of the research as the second source of data. All were female, 
enrolled in the “Intercultural Relations and Behavior” program of the university and in their 
final year of study, four of them reported being German and one reported being Spanish.  
 
5.2.2. Data Collection  
Data were collected by two methods, semi-structured interviews and paper-and-pen 
questionnaires. Semi-structured interviews were conducted with the sub-sample of students 
and the peer-instructor sample. Peer-instructors participated in semi-structured group 
interviews in the beginning, middle, and end of the course, discussing their motivation and 
expectations, ongoing experience, as well as ideas for improvement.  
The sub-sample of n=10 students was interviewed individually in the beginning and 
after the course. Student interviews followed a topic guide, addressing students’ motivation 
and expectations in the pre-interview and their experience, perceived learning, and evaluation 
of the course design in the post-interview. Group interviews with peer-instructors also used a 
topic guide. Table 5.2 offers an overview of the topics discussed in the interviews with 
students and peer-instructors. 
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Table 5.2. Overview of topics discussed in interviews with students and peer-instructors  
 Student interviews Peer-instructor interviews 
Beginning 
of the 
course 
• Introduction, motivation, 
expectations 
• Experienced intercultural 
challenge(s) 
• Experienced positive intercultural 
situation 
• Thoughts on course design features  
• Motivation to become peer-
instructors 
• Expected benefits 
• Expected challenges 
Middle of 
the course 
 • Experience so far 
• Experienced benefits 
• Experienced challenges 
• Thoughts on benefits and challenges 
of the course design 
End of the 
course 
• Overall experience of the course 
• Specific elements of the course 
(combining lectures and workshops, 
involving peer-instructors, reflective 
papers instead of exams) 
• Perceived learnings 
• Ideas for improvement 
• Overall experience 
• Experienced benefits and challenges 
• Thoughts on benefits and challenges 
of the course design (for peer-
instructors, students, the university) 
• Ideas for improvement 
 
Most interviews lasted between 15 and 30 minutes, with a few taking more or less time. 
Interviews with peer-instructors were done during the regular supervision meetings, whereas 
interviews with students were scheduled individually. Students received a monetary reward of 
10 Euros for their participation in the pre- and post-interview. All interviews were audio-
recorded with participants’ consent and transcribed verbatim using the F4 software. 
 The second method of data collection were paper-and-pen questionnaires which 
students completed in the first (pre-test questionnaire) and last (post-test questionnaire) 
session of the course. The scales used in the questionnaire, such as the TMIC-S and SFCQ to 
measure intercultural competence, have been described in detail in chapter 3. The formative 
evaluation presented in this chapter has used data from the post-test questionnaire which 
additionally included 15 close-ended evaluation items asking participants to rate different 
aspects of the course on a 7-point Likert scale (from 1 “strongly disagree” to 7 “strongly 
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agree”). The items were constructed to assess to what extent students agreed with some of the 
expected benefits of the faculty-led lectures and peer-led workshops, the reflective 
assignments, and the overall course design. The post-test questionnaire furthermore had two 
open questions asking students to write down what they liked and disliked about the course 
design. While all n=34 students completed the post-test questionnaire, n=31 provided answers 
on what they liked and n=29 gave answers on what they did not like about the course design.  
 Triangulating two methods of data collection enabled to gather qualitative data from 
all data sources, i.e. the full sample of students enrolled in the course, the sub-sample who 
joined the interviews, and the sample of peer-instructors. It furthermore allowed to gather 
qualitative and quantitative data which can complement each other. 
 
5.2.3. Data Analysis 
Qualitative data from the interviews and open questions in the questionnaire have been 
analyzed using inductive coding in various cycles supported by MaxQDA. In the first step, 
students’ answers to the open questions in the post-questionnaire were coded using open 
coding that stayed close to participants’ original wording. This first cycle coding served to 
summarize the data, followed by second cycle coding in which codes from the first cycle were 
grouped into a smaller number of categories (Miles, Huberman, & Saldana, 2014). More 
specifically, codes from the first cycle were condensed into more abstract themes and grouped 
into benefits and challenges of the faculty-led lectures, peer-led workshops and reflective 
homework assignments, as well as ideas for improvement. Based on the distinction of 
different types of coding by Miles et al. (2014), this approach could be labeled descriptive 
coding, seeking to summarize data into themes relevant to the research questions.  
The codes identified in the first step, analyzing data from the open questions, 
subsequently served as a basis for coding data from the interviews conducted with students 
before and after the course. This approach is similar to provisional coding as described by 
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Miles et al. (2014). Provisional coding starts with a list of codes from prior investigation 
which is revised and expanded based on the analysis. During the analysis of students’ data 
from the interviews, additional themes emerged from the data, including students’ motivations 
and expectations (from the pre-interviews) and their perceived learnings and ideas for 
improvement (from the post-interviews). Codes from both steps of the analysis were refined 
and defined, resulting in a full coding frame that covered the benefits and challenges of peer-
led workshops, faculty-led lectures, reflective assignments, as well as students’ intercultural 
learning and suggestions for improvement of the course (see Appendix F for coding frame).  
Data from the interviews with peer-instructors were coded using the same two-cycle 
process described by Miles et al. (2014) to identify themes which emerged inductively from 
the data. To remain open to the unique perspective of peer-instructors, coding started from 
scratch and did not use and revise the existing list of codes which emerged from the student 
data. While group interviews with peer-instructors focused specifically on their experience of 
facilitating the experiential sessions, the individual interviews with students focused on the 
entire course, including faculty- and peer-led sessions as well as reflective assignments. The 
themes emerging from the data obtained from peer-instructors were grouped into expected 
and experienced benefits and challenges of being a peer-instructor, their learnings and ideas 
for improvements, as well as their thoughts on benefits and challenges of peer-led instruction 
for students and the university (see Appendix G for list of codes). 
Quantitative data from the evaluation items in the post-test questionnaire were 
analyzed using SPSS to conduct descriptive statistical analysis. Quantitative results are 
presented in the next section and integrated with qualitative findings in the discussion section. 
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5.3. Results 
The results section presents findings in reverse order, starting with the perspective of peer-
instructors, followed by an integrated portrayal of results from the qualitative and quantitative 
data obtained from students.  
 
5.3.1. Peer-Instructors’ Perspective  
Prior to the course, peer-instructors expected professional and personal growth, such as 
gaining confidence, applying knowledge from their studies, and strengthening their training 
and facilitation skills from the intercultural trainer certificate program they had just 
completed. They furthermore discussed opportunities for building relationships with each 
other and the first-year students as well as for having fun together. Yet, they also expected 
challenges such as balancing their role of being a peer with being an authority, balancing their 
teaching responsibility with their overall workload, establishing trust with the group, and 
keeping everyone motivated, especially because workshops were scheduled in the evening.   
 In the group interviews during and after the course, peer-instructors confirmed 
experiencing all of their expected benefits. They reported additional benefits such as being 
able to share insights from their student life, developing their self-presentation and 
communication skills as well as using their trainer skills in a real-world setting. Concerning 
challenges, they discussed keeping the group motivated and getting students to listen and 
participate. They experienced being challenged by their own exhaustion in the evening as well 
as by having to deal with different group dynamics. They also reported facing some 
difficulties with answering questions from the lectures, especially because their own workload 
did not allow them to join the faculty-led sessions.  
 The group interview at the end of the course allowed to explore what peer-instructors 
have generally learned from the whole experience. Besides the above-mentioned benefits, 
peer-instructors realized that being a skilled facilitator is a continuous learning process. They 
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elaborated on becoming increasingly aware that despite their qualification, they might make 
things unnecessarily complicated (such as splitting students into smaller groups using 
complex methods) and could recall things they would like to improve. With regard to the 
students in their course, peer-instructors felt the workshops allowed them to discuss and 
experiment in a more comfortable atmosphere in which peer-instructors were credible, 
authentic guides with less hierarchical distance. They further discussed how students might 
have benefitted from hearing about different perspectives in the multicultural and interactive 
setting of the workshops. In terms of challenges, the timing of the workshops seemed to be 
challenging to both students and peer-instructors. However, peer-instructors highlighted that 
they were positively surprised about students’ active participation in the evening sessions. 
When discussing benefits for the university at large, peer-instructors assumed that the 
course promoted an inclusive atmosphere and offered a relatively cost-efficient way of 
supporting students’ intercultural competence. They elaborated on potential positive outcomes 
related to higher intercultural competence among students, such as increased open-
mindedness and well-being among students, less clustering and more exchange across cultural 
groups, as well as have less conflict and improved abilities to resolve it. Concerning 
challenges, peer-instructors pointed to the need to find enough motivated and qualified peer-
instructors who are willing to commit time and effort in their final year of study. Overall, the 
group interviews with peer-instructors revealed numerous benefits they experienced, offering 
support for assumption 3. However, findings also shed light on the challenges peer-instructors 
experienced, pointing to where support might be needed. With regard to the latter, peer-
instructors gave specific ideas for improvement during the interviews which will be presented 
together with the improvement ideas of students in the final section of the results.  
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5.3.2. Students’ Perspective  
This section presents findings on students’ expectations and motivation in the beginning of 
the course, expected and experienced benefits and challenges of the peer-led workshops, 
faculty-led lectures, and reflective assignments as well as their ideas for improvement. 
Findings have been complemented by results from analysis of quantitative data from the post-
test questionnaire. Table 5.3 summarizes the descriptive statistics for the 15 evaluation items. 
 
Table 5.3. Course evaluation results 
Item (7-point Likert scale; 1=strongly disagree to 7=strongly agree) Mean SD Range 
The course enabled me to develop my own intercultural competence further. 6.2 0.6 5-7 
I have learned things that I can apply to my everyday life at Jacobs. 6.0 0.7 4-7 
I liked the workshops. 6.2 0.8 4-7 
I liked the lectures. 5.3 1.1 2-7 
The lectures helped me to gain more knowledge on intercultural topics. 5.8 0.7 4-7 
The workshops allowed me to practice intercultural competence. 6.3 0.9 4-7 
The workshops allowed me to get to know my peers better. 6.2 1.2 2-7 
The workshops allowed me to learn more about myself. 6.2 0.8 4-7 
The peer trainers were competent instructors. 6.2 0.8 4-7 
The peer trainers were credible role models. 6.1 0.9 4-7 
I felt comfortable sharing my experience and thoughts in the workshops. 5.8 1.0 4-7 
The reflective papers (homework) contributed to my learning. 5.8 1.0 3-7 
I would have preferred to have exams instead of reflective papers. 1.7 1.0 1-5 
I feel I have not learned anything useful in this course. 1.8 1.5 1-7 
I would recommend this course to others. 6.3 0.8 4-7 
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Expectations and motivation prior to the course 
In the beginning of the course, interview participants discussed their motivations and 
expectations for taking the elective course “Intercultural Competence in Practice”. 
Motivations for enrolling in the course ranged from generally being interested in 
understanding culture from an academic, psychological perspective to an interest in learning 
more about other cultures, for example those of other students in class. Students’ motivators 
also included the perceived relevance of intercultural competence in times of globalization 
and for making a career in international environments. Finally, some students were attracted 
by certain features of the course design such as having more interactive sessions and no 
exams.  
Students had various expectations about the course, ranging from gaining general 
knowledge about cultural influences on individuals to acquiring culture-specific knowledge 
about other cultures represented in the course. Furthermore, students expected to learn more 
about themselves and their culture as well as learning about others’ perspectives and ideas. 
Some students expressed more specific expectations, including learning how to accept people 
for who they are, co-exist peacefully, and avoid offending others as well as being able to 
communicate one’s own values and expectations. Across interviews, students emphasized that 
they did not only want to learn such things in theory, but in a way that would enable them to 
apply it to their own life at an international university and later on in their careers. Overall, 
interviews showed that students selected the course with diverse motivations and 
expectations.  
 
Expected and experienced benefits and challenges of the peer-led workshops 
Tables 5.4 offers a summary of benefits and challenges that students expected from and/or 
experienced in the peer-led workshops. The display of findings distinguishes aspects 
pertaining to the workshop format and those relating explicitly to the peer-instructors. In this 
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and the subsequent tables, topics which emerged from the qualitative questionnaire data are 
marked with asterisk. Topics without an asterisk were derived from the interviews with 
students. Numbers in brackets show how many of the ten interviewed students mentioned the 
respective benefit or challenge.  
 Concerning expectations about the workshop format, half of the interviewed students 
expected it to be interactive, allowing them to share ideas, thoughts, and experiences. Four 
students expected opportunities to meet new people and make friends, three discussed the 
aspect of learning from each other and three expected to practice and apply knowledge from 
the faculty-led lectures. Two students discussed that the workshops should feel more 
comfortable, with less pressure than a more formal faculty-led session. All of these expected 
benefits did come up in the post-interviews, in which almost all participants highlighted the 
comfortable atmosphere of the workshops, the opportunity to practice and apply knowledge as 
well as to learn from each other. In addition to the level of interactivity, workshops were 
evaluated positively for the enjoyable learning and flexible format. During the post-interview, 
two students discussed the aspect of making new friends and one highlighted having gained 
additional knowledge from the workshops. Quantitative data further supported the favorable 
attitude towards the workshop format, with students expressing that they liked the workshops 
(M=6.2, SD=0.8) and agreeing that the workshops allowed them to practice intercultural 
competence (M=6.3, SD=0.9), get to know their peers (M=6.2, SD=1.2) and to learn more 
about themselves (M=6.2, SD=0.8). 
 With regard to the peer-instructors, almost all students expected that it would be easier 
to share experiences and thoughts with them. Half of them highlighted that peer-instructors 
shared their experience of being a student at this particular university and could give own 
experiences and examples, thereby encouraging students to open up. In a similar way, three 
students expected them to be competent guides as they already had more experience in this 
international environment. Finally, two students expressed the expectation that peer-
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instructors could gain teaching experience. The post-interviews revealed that the majority of 
students experienced the expected benefits of having a shared experience with the peer-
instructors and therefore finding it easier to share ideas and experiences with them. The 
majority also described them as competent guides and two explicitly called them role models. 
Two students emphasized how friendly and approachable peer-instructors were and one 
pointed to their open-mindedness, especially in terms of being genuinely interested in what 
students in the workshop had to say. Another aspect that emerged from the data was discussed 
by some students who explained how positive effects from the peer-led workshops carried 
over into other courses, as described by the following quote from a student in the course:  
“I think last semester I really didn't do well in class participation since I didn't feel like I want 
to speak up a lot in the class asking questions, but after taking this course, in the middle of this 
course, when I went to other classes, I had really enough good participation in classes. 
Because maybe I felt like if I can participate in this, you know, workshops, I think it should be 
the same thing with other classes.” 
Again, most of these aspects have received further support from the quantitative data with 
students evaluating the peer-instructors positively, agreeing they were competent (M=6.2, 
SD=0.8) and credible role models (M=6.1, SD=0.9). The findings further suggest that the 
atmosphere in the workshops was generally conducive to the students feeling comfortable to 
share their experience and thoughts (M=5.8, SD=1.0). 
In terms of challenges, students expected that the scheduling of workshops in the 
evening could become an issue. One explicitly mentioned that the interactive format could be 
exhausting. Another student expressed concerns that the atmosphere of the workshop might 
change if more emotional topics were discussed, worrying that students might become 
polarized in their views on certain topics. The post-interviews revealed that the timing of the 
workshops did indeed pose one of the major challenges to students. In addition, several 
students discussed different degrees of participation among students with some being more 
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active than others. This included comments from students who were less active and expressed 
a preference for working in even smaller groups to feel more comfortable. However, it was 
also expressed as an observation by more active students about those who spoke up less.   
 When discussing potential challenges of being taught by peer-instructors, some 
students pointed to possible authority issues due to a lack of respect for them as teachers, but 
at the same time expressed that they considered it rather unlikely to happen. Two students 
discussed that while peer-instructors could create an atmosphere conducive to openly sharing 
experiences and ideas, a limiting factor could be that in the small community of this 
university some students might be friends with the peer-instructors (or friends of them), 
thereby feeling inhibited to share very personal stories. Finally, two students brought up the 
aspect of peer-instructors having less professional expertise than faculty members. All of 
these aspects showed up in at least some of the post-interviews, complemented by a few 
students experiencing a lack of transparency or consistency by the peer-instructors in how 
they were balancing their role of being a peer and an authority. One student furthermore 
expressed that he would have liked male instructors to be involved as well. 
Concerning the combination of faculty-led lectures and peer-led workshops, students 
generally expressed very favorable attitudes, emphasizing that the workshops complemented 
the lectures by offering a space in which the relevance of the lecture content became clearer 
and where they could apply this new knowledge in the workshop activities and relate it to 
their own experience:  
“I think one is really enhancing the other, I don't see a point of just meeting in the evening and 
do some role play things, I mean this is always good fun, but this is then really lacking the 
theoretical aspects and the academic aspect of it as well. But only having the lectures would be 
way too dry, I guess. Because after these 75 minutes you were able to get most of the content, 
but then you were really like, ok, give it a day to sink in and then we can apply it maybe in the 
seminar.” 
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Table 5.4. Expected and experienced benefits and challenges of the peer-led workshops  
Peer-led 
workshops 
Expected  
(beginning of semester) 
Experienced  
(end of the semester) 
Benefits 
Workshop 
 Interactive (5) 
 Making new friends (4) 
 Learning from each other (3) 
 Practice/apply knowledge (3) 
 Comfortable environment (2) 
 *Comfortable environment (8) 
 *Practice/apply knowledge (7) 
 Learn from each other (6) 
 *Enjoyable learning (4) 
 *Interactive (4) 
 Flexible format (3) 
 *Making new friends (2) 
 *Gain new knowledge (1) 
Peer 
instructors 
 Easier to share with peers (8) 
 Shared experience with instructors 
(5)  
 Competent guides (3) – have more 
experience in this environment 
 Can gain teaching experience (2) 
 *Easier to share with peers (8) 
 *Competent instructors/guides (8) 
 *Shared experience with instructors 
(7) 
 *Role models (2) 
 *Friendly/approachable (2) 
 *Open-minded (1) 
Challenges  Timing (in the evening) (3) 
 Interactivity can be exhausting (1) 
 Atmosphere might change with 
more emotional topics (1) 
 *Timing (in the evening) (9) 
 *Differences in oral participation (5) 
  Authority issues (3) 
 Confidentiality concerns (2) 
 Less professional/expertise (2) 
 *Authority issues (3) 
 Lack of transparency/consistency (3) 
 *Confidentiality concerns (2) 
 *Less professional/expertise (1) 
 All female (1) 
 
 
Expected and experienced benefits and challenges of the faculty-led lectures 
Tables 5.5 offers an overview of benefits and challenges that students expected from and/or 
experienced in the faculty-led lectures. Again, topics which emerged from the open question 
in the post-test questionnaire are marked with an asterisk. Topics without an asterisk were 
derived from the interviews with students and numbers in brackets show how many 
interviewed students mentioned this theme.  
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Most students participating in the interviews expected the faculty-led lectures to be 
informative, allowing them to gain knowledge, and some expressed that they expected them 
to be well-structured. Both aspects emerged from the post-interviews as well, with all students 
agreeing that the lectures were informative. One student additionally elaborated on how 
faculty-led sessions encouraged critical thinking. In terms of expected challenges, only one 
participant discussed the challenge of faculty having to keep students’ attention by engaging 
them and preventing them from drifting off. However, at the end of the semester, two students 
criticized a lack of examples in the lectures. While one student felt the theories and concepts 
were too complex, another found the content too repetitive.  
 
Table 5.5. Expected and experienced benefits and challenges of the faculty-led lectures  
Faculty-led 
lectures 
Expected  
(beginning of semester) 
Experienced  
(end of the semester) 
Benefits  Informative/knowledge gain (8) 
 Well structured (3) 
 Informative/knowledge gain (10) 
 Well-structured (4) 
 Encouraged critical thinking (1) 
Challenges  Need to engage students and keep 
their attention (1) 
 
 Lack of examples (2) 
 Too complex (1) vs. too repetitive 
(1) 
  
Quantitative data from the post-test questionnaires filled in by all students have supported the 
use of faculty-led lectures with most students stating that they liked the lectures (M=5.3, 
SD=1.1). They further confirmed the assumed benefit by finding relatively strong agreement 
that lectures contributed to students’ knowledge on intercultural topics (M=5.8, SD=0.7). 
Overall, qualitative and quantitative findings offer support for assumption 2.  
 
Expected and experienced benefits and challenges of the reflective assignments 
Table 5.6 summarizes the benefits and challenges that students expected and/or experienced 
with the reflective assignments. Again, topics which were identified in the questionnaire data 
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are marked with an asterisk and numbers in brackets indicate how many students mentioned 
these aspects in the interviews.   
In the pre-interviews, all students expressed a positive view toward having reflective 
assignments instead of exams. Most of them expected these assignments to support their 
learning process. They discussed how reflective assignments might contribute to more 
sustainable learning compared to exams and how they offer documentation of one’s own 
learning process. Six students felt that having weekly assignments reduced pressure, 
especially toward the end of the semester when exam period starts. Related to that some 
students highlighted the flexibility of this format, allowing them to work at their own pace. 
One student also expected the reflective assignments to enable critical reflection and self-
discovery. In the post-interviews, students confirmed that the assignments supported their 
learning process and allowed for critical reflection and self-discovery. One student referred 
back to the aspect of reduced pressure at the end of the semester. New aspects emerging from 
the data included that reflective papers offered students a chance of expressing highly 
personal experiences and thoughts, especially those they would not want to share in front of 
peers in the workshops. Four students felt that the assignments helped to improve their writing 
skills. In the quantitative survey, reflective papers were evaluated as contributing to the 
students’ learning (M=5.8, SD=1.0) and students disagreed with the idea of having exams 
instead (M=1.7, SD=1.0), offering additional support in favor of reflective assignments. 
In terms of challenges, only one student expected a challenge in the form of having to 
stick to the minimum and maximum number of words given in the instructions. At the end of 
the course, four students felt the questions were too repetitive and four reported challenges 
with sticking to weekly deadlines. One student explained that it took her a while to get used to 
it and express herself openly and honestly, while another student argued that reflecting upon 
yourself always is challenging, yet beneficial and should become more integrated into 
education: 
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“I don't feel like people actually have the time or make the time to evaluate who they are or 
how they are and why they act the way they do. Because we are always too preoccupied […]. 
And I think that if this were to be integrated into an education system, that would be very 
valuable. It would make us more well-rounded. […] I think well-rounded is being content with 
yourself, not being confused, knowing how to approach these ambiguous situations and 
coming to terms with the idea that everything is always in a very grey area, you are never 
right, you are never wrong, you cannot blame anyone, you can just start to learn to cope with 
it.” 
 
Table 5.6. Expected and experienced benefits and challenges of reflective assignments 
Reflective 
assignments 
Expected  
(beginning of semester) 
Experienced  
(end of the semester) 
Benefits  Support learning process (7) 
 Less pressure, esp. in the end (6) 
Flexible, work at own pace (3) 
 Critical reflection/self-discovery (1) 
 Supported learning process (6) 
 Critical reflection/self-discovery (6) 
 Being able to express personal 
things (4) 
 Improve writing skills (4) 
 Less pressure in the end (1) 
Challenges  Word limit (1) 
 
 *Too repetitive (4) 
 Deadlines/time management (4) 
 Being honest (1) / reflecting is 
always a challenge (1) 
 
Learnings of students 
Results from the quantitative data suggest that students generally agreed that the course 
enabled them to develop their intercultural competence further (M=6.2, SD=0.6) and that they 
learned things they can apply to their everyday life at the university (M=6.0, SD=0.7). They 
furthermore disagreed with the reversely phrased item of not having learned anything useful 
(M=1.8, SD=1.5). Finally, they expressed agreement that they would recommend this course 
to other students (M=6.3, SD=0.8). 
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Upon being asked what they have learned in the course, all students participating in 
the interviews discussed having gained greater cultural self-awareness and a deeper 
understanding of culture and cultural differences. They considered both aspects highly crucial 
to their ability to interact successfully across cultures. Nine of ten participants explicitly 
referred to having acquired a broader understanding of culture (beyond national culture) as 
well as an understanding of the origins of culture. Eight of them highlighted getting familiar 
with the Personal Leadership methodology and exploring how to apply it to their own life, for 
example to tensions or conflicts in multicultural group work in other courses. Six students 
commented on their improved understanding of different communication styles, including 
becoming more aware of their own style and practicing to switch styles.  
Half of the interviewees mentioned having improved their ability to engage ambiguity 
and suspend judgment and four referred to having gained culture-specific knowledge about 
other cultures represented by students in the course. Overall, students’ perceived learnings 
capture affective, cognitive, and behavioral dimensions of intercultural competence. Six 
participants offered specific examples of situations where they observed that they behaved 
differently and applied learnings from the course, such as two students describing how they 
tended to feel too shy to speak up in public or in class, but gained confidence in the 
workshops and now speak up more in other courses. Another student realized how difficult it 
was for her to engage ambiguity and be comfortable with things out of her control, leading her 
to deliberately seek opportunities to give up control (e.g. by having friends organize trips 
instead of organizing it herself) and step out of her comfort zone. Yet another student 
remembered a situation where a friend was in a bad mood which typically would have led her 
to avoid interacting with the friend, but instead she reflected on her judgment, looked for 
alternative explanations for the friend’s mood, and decided to bring her chocolate which 
turned out to be exactly what the friend needed and appreciated. Another student discussed 
how he applied Personal Leadership to resolve tensions in his multicultural group working on 
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an assignment together. Yet another student explained how she uses her Personal Leadership 
vision statement to be more patient and calm in everyday life. Across these examples, 
students explained that it felt positive and rewarding to try out new behaviors and step out of 
their comfort zone. 
  
Ideas for improvement by students and peer-instructors 
This section presents ideas for improvement as discussed by students and peer-instructors in 
the interviews at the end of the course. Students’ ideas can be organized into those relating to 
content, structure and logistics, as well as the role of peer-instructors. Concerning content, 
student suggested to diversify content by replacing some Personal Leadership sessions with 
simulations and using more video material. In terms of structure and logistics, students 
discussed a different scheduling of workshops, smaller workshop groups, grading to reward 
effort, bi-weekly assignments as well as different assignment questions, and more workshop 
sessions in total. With regard to the peer-instructors, students suggested to keep the same 
trainers all semester instead of allowing them to rotate across groups. They furthermore 
argued that there might be a need for supporting them in their ability to balance their peer and 
authority roles. Some suggested having faculty occasionally joining workshop sessions.  
 Peer-instructors also discussed changing the scheduling of the workshops, for example 
to the afternoon. They further suggested to change the course title due to a perceived overuse 
of the word “intercultural” in the context of their university. Concerning their own role, they 
agreed with students’ idea of keeping the same peer-instructors for the whole semester and 
highlighted again that pairs of peer-instructors should ideally complement each other in 
trainer style and skills. To achieve a better mix in terms of gender and nationalities among 
peer-instructors, they suggested to advertise the project earlier to encourage interested third-
year students to sign up for the intercultural trainer certificate course during the winter break. 
Finally, peer-instructors suggested that their role could be a paid teaching assistant position, 
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thereby allowing to allocate certain hours to attending lectures or becoming more involved in 
preparing the workshop sessions.   
 
5.4. Discussion 
This section summarizes and discusses the findings of the formative evaluation. It merges 
qualitative and quantitative results to draw conclusions about the assumptions outlined before. 
This approach is complemented by insights which have emerged from the data, both on 
benefits and challenges of the course design (RQ2.1) and ideas for its improvement (RQ2.2).  
 
5.4.1. Benefits and Challenges of Combining Faculty- and Peer-Led Instruction with 
Reflective Assignments 
The first part of the formative evaluation has been guided by research question 2.1: What are 
benefits and challenges of combining faculty- and peer-led instruction with reflective 
assignments? To explore this research question, assumptions about potential benefits and 
challenges have been derived from related literature and available empirical evidence. The 
discussion section first reviews insights on these assumptions based on the results presented 
above. This is complemented by discussing additional findings that have emerged inductively 
from the data.  
 
Assumption 1: Benefits of peer-led instruction 
The first assumption has stated expected benefits of peer-led instruction, including (1) the 
creation of a safe learning environment in which students can (2) share experiences and ideas, 
(3) imitate and experiment with new behaviors and communication styles, and (4) learn with 
and from each other. Intercultural learning often is challenging for learners, requiring them to 
leave their comfort zone, engage in critical self-reflection and make an effort to overcome 
ethnocentric tendencies and judgments (Bennett, 2012; Paige, 1993). Thus, any attempt to 
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promote students‘ intercultural competence should include considerations of how to create an 
appropriate learning atmosphere in which participants feel safe and motivated (Gregersen-
Hermans & Pusch, 2012). As presented above, a major assumption underlying this project has 
been that peer-instructors are able to create such a learning environment. Qualitative data 
from both the interviews and questionnaires has supported this assumption and confirmed 
previous findings on different types of peer-led instruction (Binder et al., 2013; Boud, 2001; 
K. Brown et al., 2014; Goldschmid & Goldschmid, 1976; Hiller, 2010; Kedzior et al., 2015; 
McKenna & Williams, 2017). In addition, the aspect ‘enjoyable learning’ emerged from the 
data, suggesting that some students did not only feel comfortable and safe, but even 
experienced the learning process as something they could enjoy.  
These findings link to the second aspect of assumption 1, with results suggesting that 
students’ perception of having a shared experience with peer-instructors contributed to the 
comfortable atmosphere. This can be related to another frequently mentioned aspect of 
students finding it ‘easier to share with peers’. While this in line with previous findings, 
interviews revealed the ease of sharing might partly be explained by students’ perception that 
peer-instructors are genuinely interested in what they have to say. In addition, results 
confirmed the third aspect of imitating and experimenting which students mainly described in 
terms of practicing and applying knowledge, for example from the lectures or readings. The 
assumed benefit of encouraging students to imitate and experiment with new behaviors partly 
has been derived from the social learning perspective (Bandura, 1971, 1977), assuming peer-
instructors act as role models. While this notion has already received support from previous 
research (Binder et al., 2013; Kedzior et al., 2015; McKenna & Williams, 2017), it is further 
supported by qualitative findings in this project which include peer-instructors being 
described as ‘role models’ and ‘competent instructors/guides’ in both the interviews and 
questionnaires.  
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Finally, assumption 1 includes the expected benefit of students being able to learn with 
and from each other. This has received support from qualitative interview findings with 
students mentioning topics such as ‘learn from each other’ and ‘gain new knowledge’. As 
Boud (2001) argued, students learn from what others say in class and from discussing and 
interacting with them. This has been confirmed by the qualitative results which further 
showed that students highlighted the interactive and flexible format of the peer-led sessions. 
Overall, assumption 1 has largely been supported by the qualitative results. Quantitative 
results provided further evidence in favor of assumption 1, showing that students perceived 
peer-instructors to be competent role-models and agreed that the learning atmosphere was 
comfortable and enabled them to share their experience and express their thoughts.  
Qualitative data revealed additional benefits not covered in assumption 1. The 
interactive and comfortable nature of the peer-led sessions did not only enable mutual 
learning, but also allowed students to make new friends across boundaries such as study 
programs, living in different residence halls, or clustering in cultural groups. As presented in 
depth in chapter 2.5, previous research has demonstrated the potential of informal curriculum 
interventions in encouraging intercultural interaction. However, when it comes to formal 
curriculum interventions and taking advantage of cultural diversity in the classroom, various 
studies have found tendencies to cluster with peers from a similar cultural background, 
especially if there is a larger group of them (Rienties et al., 2012; Spencer-Oatey et al., 2016). 
This tendency has not only been counteracted by the fact that the course evaluated in this 
chapter consisted of 34 students from 18 different cultural backgrounds but might also be 
overridden by students perceiving it as a chance to make new friends. Furthermore, in the 
course “Intercultural Competence in Practice” students were regularly encouraged to work 
and discuss in diverse groups. As reviewed in chapter 2.5, various authors have argued that 
multicultural group work needs to be purposefully planned and students need support along 
the way, for example in terms of developing intercultural competence (Rienties et al., 2012; 
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Stumpf et al., 2011; Summers & Volet, 2008). As this course specifically focused on 
supporting students’ intercultural competence development, it included numerous structured 
activities and reflection to assist students in their intercultural interactions.  
However, findings have pointed to the two sides of the intimacy of the peer-group 
which both enables and limits the sharing of personal experiences and thoughts. It is 
particularly interesting to note that students expressed their most private thoughts in the 
reflective assignments, sometimes to their own surprise, which demonstrates the important 
function of this component in supporting the learning process and offering students yet 
another space to reflect and express themselves. Offering various forms and spaces of self-
expression did not only seem important to counter students’ concerns over how much they 
wish to share in front of their peers, but also to cater to differences in how comfortable 
students feel to speak up in bigger groups. The exploratory approach taken for the formative 
evaluation enabled data-driven insights, thereby adding important insights on the potential 
limits of an intimate atmosphere in the peer-group. At the same time, findings have already 
pointed to a solution in terms of using reflective assignments to enable sharing of highly 
personal or intimate thoughts.  
Overall, findings from the interviews and questionnaires have confirmed assumption 
1, offering evidence that peer-instructors were able to create a safe learning environment in 
which students felt comfortable to share experiences and ideas, practice and apply content 
from the lectures, as well as learn with and from each other, including learning about other 
students’ cultures and perspectives. Additional aspects emerging from the data included 
benefits such as making new friends as well as potential challenges like the double-sided 
nature of the intimacy of the peer-group which both enabled and limited sharing of experience 
and ideas, highlighting the need to offer various spaces and forms of expression and self-
reflection to students.  
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Assumption 2: Benefits of faculty-led instruction 
The second assumption focused on faculty-led sessions, arguing that faculty members are 
perceived as credible sources of knowledge and have the authority and expertise to instruct 
knowledge-oriented lectures. Various authors have suggested that peer-led instruction should 
complement faculty-led lectures, but cannot and should not replace it (Boud, 2001; 
Goldschmid & Goldschmid, 1976). This has been supported by empirical evidence showing 
that some students express preferences for being taught by faculty (Topping, 1996). Such 
preferences have also been found in the focus group research described in chapter 4 with 
some students stating that faculty should be involved as they have more knowledge and 
expertise. This received further support from the formative evaluation, with quantitative data 
suggesting that the majority of students evaluated the lectures positively and agreed that 
faculty-led sessions contributed to their knowledge on intercultural topics. Likewise, all 
interviewed students mentioned that the faculty-led sessions were informative and allowed 
them to gain knowledge. Overall, both quantitative and qualitative results have offered 
support assumption 2 with students perceiving faculty to be credible sources of knowledge, 
suited to teach sessions focused on cognitive learning and knowledge transfer. Furthermore, 
some students suggested that faculty could join some of the workshop sessions in future 
course, implying that faculty is perceived as having expertise and authority to teach and 
supervise.    
 
Assumption 3: Benefits for peer-instructors 
Assumption 3 focused on potential benefits for peer-instructors, arguing that they will benefit 
from the experience by developing communication and facilitation skills and becoming more 
confident. These assumed benefits have been derived from prior research on different forms 
of peer-led instruction and peer-mentoring. Such research has identified benefits such as 
increased knowledge and expertise in the subject peer-instructors teach, acquisition of 
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knowledge on other cultures, improvements in communication and teaching skills, as well as 
increases in self-esteem and confidence (Ford et al., 2015; Glaser et al., 2006; Goldschmid & 
Goldschmid, 1976; Husband & Jacobs, 2009; Quintrell & Westwood, 1994; Topping, 1996). 
Indeed, data obtained from peer-instructors in this research offered support for assumption 3. 
Results have suggested that peer-instructors benefitted from the experience in terms of 
professional and personal growth, including gaining confidence, developing their self-
presentation and communication skills, as well as applying and deepening their facilitation 
skills from their Train-the-Trainer course. The latter aspect further has offered support for the 
idea of a win-win solution by involving peer-instructors in the course, allowing for the above-
mentioned benefits of peer-led workshops while at the same time offering the peer-instructors 
a chance to practice their newly gained trainer skills in a real-life course immediately after 
completion of their trainer certificate.  
 
Assumption 4: Challenges of peer-led instruction 
Assumption 4 focused on challenges of peer-led instruction, including peer-instructors having 
to manage their workload, be a respected authority and peers, and qualified to facilitate 
experiential activities. With regard to the latter aspect, various authors have discussed the 
need to invest into recruitment and skills training of peer-instructors to ensure teaching quality 
(K. Brown et al., 2014; Hiller, 2010; Topping, 1996). In this project, this potential challenge 
has been addressed by recruiting peer-instructors who had previously completed an 
intercultural trainer certificate program. Results of the formative evaluation have supported 
this approach, with students agreeing that peer-instructors were competent guides in the 
learning process and peer-instructors reporting that they could apply and strengthen their 
facilitation skills. However, data from both peer-instructors and students did reveal 
challenges, including the assumed issues of managing the workload of being a student and an 
instructor as well as being respected as a peer and an authority. While findings suggested that 
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these challenges remained manageable for everyone involved, students and peer-instructors 
already offered ideas on how to reduce these challenges in future courses. Instead of having 
different instructors across workshops, peer-instructors should be paired up to complement 
each other in facilitation style and skills and stay with the same group of students for the 
entire semester, thereby allowing for higher levels of trust and comfort. In addition, being 
involved as a peer-instructor could be a paid teaching assistant position, formalizing their role 
and responsibilities as well as rewarding the time and effort they contribute. Another 
challenge that emerged from the data concerns the scheduling of workshop sessions in the 
evening. While the scheduling was done by the administrative staff to ensure the course is as 
accessible as possible to students of all majors, it proved to be a major challenge discussed by 
peer-instructors and students, both of whom felt they could have benefitted even more from 
the interactive format if it had been with less tiredness and exhaustion. As elective courses 
should be accessible to students of different programs, their scheduling tends to be 
challenging, but the aspect of energy level during highly interactive, experiential sessions 
should be considered in future courses. 
 
Assumption 5: Benefits of reflective assignments 
Finally, assumption 5 focused on reflective assignments, arguing they support the learning 
process by engaging students with the course content on a continuous basis as well as promote 
meaning-making and linking experience and knowledge. This assumption has mainly been 
derived from Kolb’s learning cycle (A. Kolb & Kolb, 2005; D. Kolb, 1984), arguing that 
reflection plays an important role for students’ meaning-making from potential learning 
experiences inside and outside the classroom. This assumption received support from 
quantitative findings showing that students agreed that reflective papers contributed to their 
learning. They further expressed a clear preference for reflective papers over exams. A similar 
picture emerged from qualitative data with results from the interviews suggesting that 
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reflective assignments supported the learning process, allowing for critical reflection and self-
discovery as well as for expressing very personal thoughts or experiences. In addition, an 
unexpected benefit emerged from the interview data, suggesting that some students did not 
only benefit in terms of intercultural learning but generally felt they improved their writing 
skills. At the same time, qualitative data from both the interviews and the post-questionnaires 
showed that some students perceived the questions of the weekly reflective tasks as repetitive. 
Though this was intended to encourage deeper levels of reflection and taking different 
perspectives, it could have been explained better. Ensuring that students understand the 
relevance of the questions is important to avoid that students merely repeat what they have 
written before or lose motivation.  
Overall, the formative evaluation has offered support for combining faculty-led 
lectures and peer-led experiential workshops, providing evidence for students’ intercultural 
learning at all levels, including cognitive, affective, and behavioral learning. In the interviews, 
students reported gains in knowledge about culture and cultural differences (cognitive 
learning) as well as changes in their ability to reflect upon their own culture, suspend 
judgment, engage ambiguity, as well as to switch communication styles (affective and 
behavioral learning). The weekly reflective assignments appear to have played an important 
role in the learning process, encouraging students to link knowledge and experience and 
engage with the subject on a continuous basis, while reducing perceived pressure compared to 
exams where performance often comes down to one moment in the whole semester. The 
formative evaluation largely supported the assumed benefits and challenges of faculty- and 
peer-led instruction as well as reflective assignments. Taking a data-driven approach enabled 
identifying additional benefits and challenges, resulting in richer insights on potential best 
practices and aspects that can be improved.  
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5.4.2. Ideas for Improvement of the Course Design 
The second part of the research question focused on how the course design could be improved 
(RQ2.2). Findings from the qualitative interview data yielded various ideas for improving the 
course design for future use, including diversifying content, working in smaller workshop 
groups as well as having a grading scheme. While the specifics of the course content depend 
largely on the target group and context, the idea of smaller groups and grading are more 
general aspects that could be considered for improving the overall format. The size of 
workshop groups depends on how many peer-instructors can be recruited, however, even with 
the same number of instructors, one could take advantage of having pairs of peer-instructors 
in the workshops and conduct debriefings in two smaller sub-groups with one instructor each. 
In that case, it might be worthwhile mixing up the sub-groups across workshops to ensure a 
good exchange of ideas and perspectives across all participants. Another option could be to 
start in smaller sub-groups in the first workshops and then progress to the bigger group as 
students get to know each other better and feel more comfortable speaking up.  
Finally, while offering the course as a pass/fail course meant less pressure and 
therefore contributed to the collaborative learning atmosphere, some students criticized that 
their efforts and commitment to the course were not sufficiently rewarded by a pass. An 
alternative could be to create a transparent point system (e.g. up to 100 points corresponding 
to 100% achievement) that rewards active attendance, submitting reflective assignments on 
time, as well as quality of assignments along clearly defined criteria. The latter is important to 
make the grading as transparent and fair as possible, especially because it generally seems 
difficult to compare and grade highly personal self-reflection assignments. 
 Overall, the main ideas for improvement included having the same pair of peer-
instructors facilitate the same workshop group throughout the course, possibly breaking into 
smaller sub-groups whenever possible. Future courses could furthermore use a transparent 
point system to grade attendance and participation and reward students’ efforts and 
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commitment. Finally, both content and scheduling of the workshop sessions should be 
selected and done carefully with particular attention to the specific target group of the course.   
 
5.4.3. Limitations of the Formative Evaluation 
The main limitation is that the findings presented above have emerged from the formative 
evaluation of a specific course, using data from the small sample of students and peer-
instructors involved in the course. The benefits and challenges identified with regard to 
features such as faculty- and peer-led instruction or reflective assignments are largely data-
driven and cannot be generalized beyond the context of this project. Yet, this research 
nevertheless has offered first insights into how to use such a format for intercultural 
competence courses at university, both by confirming the benefits derived from prior research 
and by allowing a deeper understanding of potential challenges to be kept in mind when 
designing such courses.  
 Another limitation concerns the quality of interview data. Despite confidence that 
interviewees felt sufficiently comfortable to share their thoughts and experiences freely, it 
should be noted that the interviewer was the organizer of the course and teaching some of the 
lecture sessions. It therefore seemed to take more time for some students to open up and share 
critical points in the interviews. However, the fact that all interviewees discussed challenges 
and ideas for improvement suggests that this concern did not hinder eliciting critical feedback 
from participants. Furthermore, all students had the opportunity to provide anonymous written 
feedback in the post-test questionnaire.  
 
5.4.4. Implications of the Formative Evaluation 
Despite the limitations inherent in its exploratory nature, this research has contributed to our 
understanding of how to integrate peer-led instruction and experiential workshops into 
faculty-led university courses on intercultural competence. The formative evaluation 
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presented in this chapter has explored assumptions about benefits and challenges of 
complementing faculty-led lectures by peer-led experiential sessions and reflective 
assignments. In sum, the empirical evidence gathered in the formative evaluation has 
confirmed assumptions derived from existing theories and prior research on different forms of 
peer-led instruction as well as peer-mentoring. The data-driven approach to analysis 
furthermore allowed to identify additional benefits and challenges as well as ideas for 
improvement. All of these allowed insights into potential best practices and challenges to 
keep in mind when designing similar courses for other contexts, such as different target 
groups at different higher education institutions. While the specific content needs to be 
tailored to the target group, this research has offered a general course design with alternating 
knowledge-oriented lectures taught by faculty and experiential sessions facilitated by peer-
instructors which in combination with reflective assignments can serve to promote students’ 
intercultural learning.  
Furthermore, potential challenges have been explored in more depth, offering valuable 
insights for other institutions interested in adding peer-led instruction to their curriculum. Any 
instructors who consider the option of adding peer-led experiential sessions to their 
intercultural course should carefully think about qualification and supervision of peer-
instructors, scheduling of sessions, selection of content and reflective assignment questions, 
as well as how to grade or reward students’ efforts. Overall, this study has offered insights 
into how universities can combine faculty- and peer-led instruction for intercultural learning 
in multicultural classrooms, in which students learn with and from each other drawing on their 
diverse backgrounds and experiences and connect these experiences to the theoretical 
concepts and knowledge acquired during lectures.    
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6. Summative evaluation:  
Mixed methods assessment of students’ intercultural competence 
While the previous chapter has evaluated the elective course “Intercultural Competence in 
Practice” with regard to its design features, this chapter focuses more specifically on students’ 
intercultural competence development throughout the course and beyond. It thus offers a 
summative evaluation of the course in terms of its effectiveness in achieving its overall goal 
of increasing students’ intercultural competence and its more specific learning objectives 
which were developed in the process of evidence-based course design (described in chapter 
4). This part of the research also offers insights beyond the immediate context of the 
particular learning intervention and university by demonstrating how multi-method 
assessment of intercultural competence can be implemented in a university course, both by 
researchers and instructors.  
The question of how to assess intercultural competence has attracted as much 
scholarly attention as the conceptualization of intercultural competence itself. On the practical 
side, the fact that many higher education institutions seek to promote intercultural competence 
among their students raises questions of how to evaluate the effectiveness of measures and 
how to assess students’ intercultural competence development: “Given the importance of 
intercultural competence within postsecondary education, it becomes imperative to more 
closely examine what this concept is and how to best assess it in our students” (Deardorff, 
2011, p. 65).  
As chapter 2.3 has already offered an extensive review of conceptualizations of 
intercultural competence, this chapter’s focus is on the question of how to assess students’ 
intercultural competence development. The next section will review literature on intercultural 
competence assessment in higher education as a basis for deriving the assessment plan used in 
this summative evaluation study. After presenting the assessment plan and methods, findings 
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will be described and discussed with regard to the two guiding research questions of this stage 
of the overall research project:  
RQ3.1: How did students’ intercultural competence develop throughout the course 
and beyond? 
RQ3.2: To what extent did students achieve the specific learning objectives of the 
course?  
 
6.1. Assessing Intercultural Competence 
Despite decades of scholarly work on assessing intercultural competence, Deardorff (2017) 
concluded it remains a crucial issue in higher education institutions around the world. 
Common pitfalls include that institutions do not clearly define what they mean by 
intercultural competence, fail to specify and prioritize what should be assessed, lack an 
assessment plan and/or blindly take tools and methods from others without adapting them to 
their target group, context, or ensuring they fit the specific learning outcomes of the 
intervention (Deardorff, 2009).  
Over the past years, Deardorff and others have offered various recommendations for 
assessment of intercultural competence in higher education, which Deardorff (2017) recently 
summed up in the following five steps: (1) define intercultural competence for your context; 
(2) break the definitions down into specific elements and prioritize; (3) align learning 
outcomes, course design, and assessment; (4) identify direct and indirect evidence for 
achievement of learning outcomes; and (5) use evidence to improve the learning process. The 
following sections will discuss these steps in more detail and show how they have been used 
in this research project to create an assessment plan for the summative evaluation of students’ 
intercultural competence development in the elective course “Intercultural Competence in 
Practice”.  
 
168   SUMMATIVE EVALUATION         
Step 1: Define intercultural competence for your context 
Considering the numerous definitions and models of intercultural competence, it is 
indispensable to clarify what is meant by stating intercultural competence as the learning 
outcome of a course (Deardorff, 2011; Fantini, 2009). Ideally, this should be done by 
reviewing literature on intercultural competence (as done in chapter 2.3) to select and/or 
develop a working definition as a basis for designing an assessment plan (Deardorff, 2009).  
As elaborated on in chapter 2.4, the working definition of intercultural competence has 
been developed by drawing upon multiple models, including Deardorff’s (2006) Pyramid and 
Process Model, the Developmental Model of Intercultural Sensitivity (DMIS) by Bennett 
(1986), as well as the Personal Leadership methodology by Schaetti et al. (2008, 2009). In this 
research project and the learning intervention designed in chapter 4, intercultural competence 
has generally been defined as the “ability to communicate effectively and appropriately in 
intercultural situations based on one’s intercultural knowledge, skills, and attitudes” 
(Deardorff, 2006, p. 248).  
Building upon this general definition and the models mentioned above, intercultural 
competence has been conceptualized as a multi-dimensional construct which entails affective 
(attitudes), behavioral (skills), and cognitive (knowledge) components which support 
intrapersonal (or internal) outcomes and interpersonal (or external) outcomes. Intercultural 
competence development is a lifelong learning process that requires continuous critical 
reflection to transform experience into knowledge and create meaning. This requires cultural 
self-awareness, developing a better understanding culture in general as well as of specific 
cultures, as well as ongoing critical reflection to practice intercultural competence, including 
being aware of one’s judgments and emotions as well as able to show empathy, perspective-
taking, and flexibly adapt one’s behavior to situational cues and demands.  
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Step 2: Break the definition down into specific elements and prioritize 
Having a general definition of intercultural competence is a necessary first step in any 
assessment plan, but it is not sufficient. Aiming to have ‘interculturally competent students’ 
by the end of the course is too vague and broad to guide assessment. Thus, in the second step, 
the working definition of intercultural competence needs to be broken down into learning 
outcomes which specify what exactly students are supposed to learn in the course (Blair, 
2017; Deardorff, 2011, 2017). A common pitfall in intercultural competence assessment is 
trying to assess too much at once. Therefore Deardorff (2009) recommended formulating 
learning outcomes which are specific, measurable, and can realistically be achieved by 
students in the given time frame. The latter point is particularly important given that 
intercultural competence development has been conceptualized as an ongoing process in 
which students need time and space to reflect upon their experience and make sense of it.  
In this research, learning outcomes have been developed as part of the evidence-based 
course design described in detail in chapter 4. Drawing upon the intercultural competence 
models mentioned above, the working definition of intercultural competence, as well as 
empirical data from the baseline questionnaire, the following learning outcomes have 
emerged: “Upon successful completion of this course, students will (1) have an in-depth 
understanding of how culture influences how we feel, think, and act; (2) be able to relate this 
knowledge to their everyday experience in a multicultural environment; and (3) be familiar 
with the Personal Leadership methodology and Critical Moment Dialogue (CMD) and able to 
apply it to their own experience .”  
 
Step 3: Align learning outcomes, course design, and assessment  
The previous two steps support higher education institutions and educators to develop a clear 
idea of what is meant by intercultural competence and how it translates into specific learning 
outcomes. This is crucial for designing learning activities and an assessment plan which are 
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well-aligned with the underlying concept of intercultural competence and the overall goals of 
the course (Deardorff, 2009, 2017; Fantini, 2009). When it comes to assessment, instructors 
and researchers not only need to decide which methods and tools to use to measure 
intercultural competence, but also critically reflect upon how well they align with the learning 
outcomes and underlying concept of intercultural competence. Furthermore, learning 
outcomes guide course design in terms of selecting and sequencing content and learning 
activities – a process that has been described in chapter 4 for the elective course designed and 
evaluated in this research project.  
Following the six-step process of evidence-based design by Stephan and Stephan 
(2013), the course design started with defining intercultural competence and identifying the 
above-mentioned learning goals from relevant theories and empirical data collected from the 
target group. The learning goals, theoretical framework, and empirical evidence furthermore 
guided the general design of the course as well as the selection of specific lecture content, 
learning activities for the experiential workshop sessions, readings, and questions related to 
the reflective assignments. Following these steps of the design process enabled aligning 
learning outcomes and course design.  
However, the full six-step process by Stephan and Stephan (2013) includes the 
evaluation which has been split into a formative and summative evaluation in this research. 
The previous chapter presented the formative evaluation, focusing on the benefits and 
challenges of combining faculty- and peer-led instruction with reflective assignments. This 
chapter presents the summative evaluation seeking to assess the course’ overall effectiveness 
in strengthening students’ intercultural competence and achieving its specific learning 
objectives (Quinn Patton, 2002). Thus, the summative evaluation required the creation of an 
assessment plan for assessing students’ intercultural competence development and attainment 
of learning objectives throughout the course.  
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Step 4: Identify direct and indirect evidence for achievement of learning outcomes  
Intercultural competence is a complex construct which can hardly be measured in its entirety, 
especially not by any single method or instrument (Blair, 2017; Deardorff, 2009, 2011, 2017; 
Fantini, 2009). Thus, it is important to break intercultural competence down into measurable 
learning outcomes before selecting any measurement tools. This has been done in the 
previous steps. Concerning the question of how to collect evidence for students’ achievement 
of learning outcomes, most scholars agree on a multi-method approach. Already in 2006, 
Deardorff found consensus among leading experts in the intercultural field that intercultural 
competence is best assessed using a mix of quantitative and qualitative methods, including 
tools such as self-report instruments, interviews, analysis of reflective diaries, and observation 
by others (Deardorff, 2006). More recently, empirical evidence from mixed methods studies 
has supported this idea by showing that students’ quantitative and qualitative data do not 
necessarily match (Bloom & Miranda, 2015; Jackson, 2015b; Schartner, 2016). In their study 
on students’ intercultural sensitivity development during a four-week stay abroad, Bloom and 
Miranda (2015) concluded that quantitative results might reflect students’ perception of their 
progress while qualitative results did not support the same progress. Similarly, Jackson 
(2015b) found a mismatch of quantitative and qualitative findings suggesting that students 
tended to overestimate their intercultural competence on quantitative, self-report scales. 
However, research by Schartner (2016) showed that quantitative self-report does not 
necessarily suffer from students overestimating their intercultural sensitivity or competence. 
In Schartner’s (2016) study, quantitative findings suggested that students’ intercultural 
competence stagnated or even declined whereas qualitative results revealed that students’ 
actually felt more confident and culturally aware in intercultural interactions. All of these 
studies have supported the use of mixed methods designs to gain a more comprehensive 
picture of students’ progress and detect potential mismatches of quantitative and qualitative 
results.  
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While quantitative measures are valuable, especially because they tend to be relatively 
easy to administer in pre- and post-testing, numbers might not necessarily tell us the whole 
story about what students have learned and how they transfer these learnings into their daily 
life and intercultural interactions (Covert, 2014). This is where qualitative data can offer 
additional information and insights, a notion shared by Fantini (2009) who concluded that 
“[…] traditional paper-and-pencil tests […], taken alone, are never effective measures of 
intercultural competence” and argued that “[a]pproaches that incorporate portfolios, logs, 
observation, interviews, performative tasks, and the like are generally more valuable for 
assessing intercultural competence.” (Fantini, 2009, p. 462)  
Another distinction has been offered by Deardorff (2011, 2017) who has repeatedly 
recommended to combine direct and indirect measures. Direct evidence of student learning is 
typically collected during the learning process, for example through reflective assignments, 
discussions, or observations of performance (e.g. in project work or simulations), whereas 
indirect evidence captures perceptions of student learning, for example via a pre- and post-test 
with quantitative or qualitative self-report such as questionnaires or interviews (Deardorff, 
2017). Ideally, assessment plans should include both direct and indirect evidence in a mixed 
methods design, thus also ensuring to combine quantitative and qualitative methods.  
When it comes to selecting quantitative assessment tools, instructors are faced with a 
diversity of available instruments and scales which have been developed and validated in 
prior research. Some of these can be used for free whereas others require a license or per test 
fee (for an overview cf. Fantini, 2009; Matsumoto & Hwang, 2013). While available 
resources often influence the selection of assessment instruments, it is important to make sure 
that selected measures fit the learning goals and overall assessment plan (Deardorff, 2009, 
2017; Fantini, 2009). For this research project, the selection process of quantitative scales to 
measure intercultural competence has been described in detail in chapter 3. One of the guiding 
principles for selecting quantitative instruments was to find a scale suited to measure abilities 
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that can be trained (as opposed to measuring traits) – leading to choose the Test to Measure 
Intercultural Competence in its short form, TMIC-S (Schnabel, Kelava, van de Vijver, et al., 
2015). The test is a condensed 25-item version, measuring one facet per dimension. Table 6.1 
offers an overview of the six dimensions and facets measured in the TMIC-S. As described in 
chapter 3, the TMIC-S aligns with the multi-dimensional conceptualization of intercultural 
competence used in this research. It measures affective, behavioral, and cognitive aspects of 
intercultural competence and can be related to specific elements such as cultural self-
awareness, curiosity/discovery, openness, ability to relate, ability to listen, observe and 
interpret, flexibility, and adaptability.  
 
Table 6.1 Test to Measure Intercultural Competence (TMIC) dimensions and facets (adapted 
from Schnabel, Kelava, van de Vijver, et al., 2015)  
Dimension Definition Facet measured in TMIC-S 
Communication Captures verbal and non-verbal aspects, 
including sensitivity, clarity, flexibility and 
perspective-taking in communication 
Sensitivity in communication 
(SC) 
Learning Intercultural interaction often means being 
confronted with unknown, thus requiring 
willingness to learn and strategies for doing so 
Information-seeking (IS) 
Social interaction Building personal relationships and networks 
with others 
Socializing (SZ) 
Self-knowledge Actively reflecting upon and understanding 
one’s own cultural identity  
Cultural identity reflection 
(CIR) 
Self-management Ability to deal with challenges and problems  Goal setting (GS) 
Creating 
synergies 
Ability to recognize potential 
misunderstandings and lead a group towards 
common goals and successful collaboration  
Mediation of different 
interests (MI) 
 
As mentioned before, intercultural competence is a complex construct which cannot be 
captured by a single instrument. Therefore, the 10-item Short Form Cultural Intelligence scale 
(SFCQ) was included in the assessment plan as well. This also allowed to cross-validate 
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intercultural competence scales in this research. The SFCQ is based on the definition that 
“[c]ultural intelligence is the ability that individuals have to interact effectively across cultural 
contexts and with culturally different individuals” (D. C. Thomas et al., 2015, p. 1100) and 
captures three facets, cultural knowledge, cultural skills, and meta-cognition (see table 6.2 for 
dimensions and definitions). It therefore closely aligns with the underlying concept of 
intercultural competence in this research, including knowledge, skills, attitudes, and 
intercultural practice. As described in more detail in chapter 3, the SFCQ was selected over 
the original 20-item Cultural Intelligence Scale (CQS) as it furthermore seemed to better align 
with the target group and learning context. On the one hand, a pilot-test of the CQS revealed 
that students had difficulty responding to items such as “knowing the legal systems of other 
countries”, wondering how many of the over 100 countries represented on campus students 
would have to know to agree with this statement. The SFCQ items are phrased more generally 
and therefore seem to better fit the context of students who live and study on an international 
campus with more than 100 nationalities represented.  
On the other hand, the SFCQ excludes the motivational facet based on the assumption 
that motivation is related to cultural intelligence but not necessarily part of it (D. C. Thomas 
et al., 2015). Students self-selected into the course by choosing it as an elective course. 
Regardless of whether their selection has been motivated intrinsically or extrinsically, 
motivation seems of secondary concern in the assessment plan for this intervention as all 
students were sufficiently motivated to elect the course. Instead, it seems more relevant to the 
overall objective of the course and the learning goals, to assess students’ progress on 
knowledge, skills, and metacognition throughout the course. By explicitly including 
knowledge and metacognition, which resembles the notion of intercultural practice in the 
Personal Leadership model (Schaetti et al., 2008, 2009), it complements the TMIC-S and 
contributes to a more comprehensive assessment plan.  
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Table 6.2 Short Form Cultural Intelligence Scale (SFCQ) dimensions (based on D. C. Thomas 
et al., 2015) 
Dimension Definition 
Knowledge 
(K) 
Culture-specific and culture-general knowledge, including recognizing the 
existence of other culture, knowledge of cultural differences, and complexity of 
that knowledge 
Skills (S) Relational skills, tolerance of uncertainty, adaptability, empathy, perceptual acuity 
Metacognition 
(MC) 
Knowledge of and control over one's thinking and learning activities in the 
specific domain of cultural experiences and strategies, measured by awareness of 
cultural context, conscious analysis of the influence of the cultural context, and 
planning courses of action in different cultural contexts 
 
Both scales have been used in the evidence-based design process presented in chapter 4, 
therefore contributing to deriving the learning goals. Thus, this course paid attention to 
alignment, though in a different order than commonly suggested. The quantitative scale 
mainly served to measure the multi-dimensional construct of intercultural competence over 
time, exploring students’ intercultural competence development throughout the course and 
beyond (RQ3.1). The specific learning objectives were addressed with qualitative methods, 
drawing upon the reflective assignments which students had to complete as part of their 
learning process. Thus, their learning tool simultaneously served as an assessment tool, based 
on the idea that critical reflection is a crucial part of developing intercultural competence and 
analyzing students’ reflection process can offer insights into how and what they learn. This 
idea has been supported by Deardorff (2006, 2011) who has argued that  
“Reflection should be thought of as a critical and legitimate process for promoting and 
assessing learning. … Such reflection can be a rich source of data for research on students’ 
intercultural competence development within the curricular context and, when combined with 
other data sources and methods, help inform the creation of a more rigorous assessment plan” 
(Deardorff, 2006, p. 75).  
Likewise, Wang and Kulich (2015) concluded that reflective papers can offer “a more 
contextualized and comprehensive way of understanding students’ intercultural competence 
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development” (p. 105). Thus, in this summative evaluation, students’ reflective papers were 
analyzed to enrich insights on students’ intercultural competence development (RQ3.1) and 
explore to which extent learning objectives have been achieved (RQ3.2). By combining 
quantitative self-report scales with qualitative data from reflective assignments, the 
assessment plan presented in this chapter has not only used a mixed methods approach to 
address the two research questions but also combined indirect (self-report) and direct 
(reflective papers) evidence for intercultural competence development.  
 
Step 5: Use evidence to improve the learning process 
The final step is based on the assumption that the collected evidence does not only serve the 
assessment but can also be meaningful to learners and contribute to their learning process, for 
example by integrating assessment throughout the course (Deardorff, 2009, 2017). In the 
course evaluated in this chapter, reflective assignments served as integrated assessment and 
students received short, written feedback on their reflective assignments in the middle and at 
the end of the semester.  
 
6.2. The Assessment Plan 
Based on the steps described above, the assessment plan depicted in figure 6.1 has emerged to 
capture students’ intercultural competence development throughout the course “Intercultural 
Competence in Practice” and their achievement of the specific learning objectives of the 
course. Assessment has been guided by two main research questions: 
RQ3.1: How did students’ intercultural competence develop throughout the course 
and beyond? 
RQ3.2: To what extent did students achieve the specific learning objectives of the 
course?  
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Figure 6.1. Assessment plan  
 
Concerning research question 3.1, some guiding hypotheses have been formulated though this 
mixed methods research is predominantly exploratory. The main hypothesis was that course 
participants will show significant increases in intercultural competence on both measures (i.e. 
TMIC-S and SFCQ) from the beginning to the end of course (H1a) and that this development 
will be sustainable (H1b), i.e. not decreasing significantly until 10 months after completion of 
the course (t3).  
H1a: Participants will show significant gains in intercultural competence, as 
measured by the TMIC-S and SFCQ, at the end of the course (t2). 
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H1b: Participants’ gains in intercultural competence will remain stable over time, as 
measured by the TMIC-S and SFCQ in the follow-up 10 months after completion of 
the course (t3).  
As described in more detail in chapter 3, all questionnaires used in this research project 
additionally included a measure of perceived self-efficacy, based on the assumption that it 
might be related to intercultural competence. Perceived self-efficacy, i.e. “people’s beliefs 
about their capabilities to exercise control over their own level of functioning and over events 
that affect their lives” (Bandura, 1993, p. 118), has repeatedly been related to cognitive 
processes, motivation, and behavior, and to positive learning outcomes in general as well as to 
intercultural competence in specific (Briones et al., 2009; Milstein, 2005; J. Wilson et al., 
2013; Yashima, 2010). On the one hand, self-efficacy could be one of the factors in 
explaining why people with similar knowledge and skills differ in their behavior (Milstein, 
2005). On the other hand, various authors have suggested that those with higher self-efficacy 
might be more likely to seek intercultural contact, experience less anxiety in intercultural 
interaction, and find it easier to adapt to new cultural environments (Briones et al., 2009; 
Milstein, 2005; Yashima, 2010). Furthermore, any experience of successful intercultural 
interaction might contribute to greater confidence in one’s ability to do so, therefore 
increasing people’s perceived self-efficacy (Milstein, 2005; Yashima, 2010). To be able to 
further explore this assumed interrelationship between intercultural competence and perceived 
self-efficacy, the following hypothesis has been added: 
H2: Self-efficacy will be positively related with intercultural competence as measured 
by the TMIC-S and SFCQ at the time of the pre-test (t1), post-test (t2), and follow-up 
(t3).  
To address the first research question on how students’ intercultural competence developed 
throughout the course and beyond, quantitative data was used to explore students’ 
intercultural competence development and address the hypotheses presented above. This 
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approach was complemented by using qualitative data from the reflective assignments to 
enrich the numbers and see how both types of data complement each other.  
Concerning research question 3.2 on the extent to which students achieved the specific 
learning objectives of the course, the general hypothesis was that students will demonstrate 
evidence for achieving the three learning objectives across their reflective assignments. To 
address this question, a qualitative approach was used, analyzing students’ reflective 
assignments with regard to the learning objectives. This approach was complemented by 
exploring if further evidence for achieving the learning objectives can be found in the 
quantitative data. The subsequent methods section offers more details on this mixed methods 
approach and how data has been collected and analyzed. The main aim of this chapter was to 
evaluate the course “Intercultural Competence in Practice” by exploring how intercultural 
competence of enrolled students developed over time and if they have achieved the learning 
objectives. Using a mixed methods approach that combines quantitative and qualitative 
methods and integrates direct and indirect evidence, this chapter furthermore aimed to offer 
insights and recommendations for assessing students’ intercultural competence in higher 
education. Finally, this chapter included exploring the potential role of self-efficacy in 
intercultural competence development of students enrolled in a semester-long elective course. 
Thus, this evaluation study might provide starting points for further research on the 
relationship between perceived self-efficacy and intercultural competence, using more 
appropriate samples (i.e. larger, representative samples).   
 
6.3. Methods 
The summative evaluation presented in this chapter draws upon different types of data 
collected in the longitudinal, parallel mixed methods research design of the overall 
dissertation. The overall research design has been described in chapter 3. This part of the 
evaluation has used both quantitative and qualitative data to assess students’ intercultural 
180   SUMMATIVE EVALUATION         
competence development (RQ3.1), the achievement of learning objectives (RQ3.2), and to 
provide an example of how to implement mixed methods assessment in intercultural 
competence courses. 
 
6.3.1. Quantitative Strand 
The quantitative strand mainly served to address research question 3.1 on assessing students’ 
intercultural competence development throughout the course and beyond, including testing 
the specific hypotheses derived above. To do so, students’ intercultural competence and 
additional variables (such as self-efficacy) have been measured at various time points, i.e. in 
the first session of the course (t1), the last session of the course (t2), and ten months after 
completion of the course (t3).  
 
Sample and data collection 
All students (n=34) enrolled in the course were asked to complete a paper-and-pen 
questionnaire in the first (t1) and last session (t2) of the course. As explained above, the 
questionnaire included two measures of intercultural competence, the 25-item short form of 
the Test to Measure Intercultural Competence (TMIC-S; Schnabel, Kelava, van de Vijver, et 
al., 2015) and the 10-item Short Form Cultural Intelligence Scale (SFCQ; D. C. Thomas et al., 
2015). The questionnaire further included measures of self-efficacy (GSES; Schwarzer & 
Jerusalem, 1995), subjective well-being (Flourishing; Diener et al., 2009), as well as 
personality traits (TIPI; Gosling et al., 2003). As described in more detail in chapter 3, the 
questionnaire included additional scales that might relate to the third learning objective on 
familiarity with the Personal Leadership methodology. These scales entailed measures of 
integrated self-knowledge (ISK; Ghorbani et al., 2008), mindfulness (MAAS; K. W. Brown & 
Ryan, 2003), and emotion recognition and regulation (selected items from the ERQ by Gross 
& John, 2003; and EIS by Schutte et al., 1998). As described in the previous chapter, the post-
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test (t2) included 15 evaluation items about the course and an open question asking students 
what they liked and disliked about the course design. To ensure confidentiality, an identifier 
code was used to match data across time. A follow-up test (t3) was administered 10 months 
after the end of the course using the online platform Unipark, inviting all course participants 
to fill in the same measures as before, five additional evaluation items, as well as an open 
question on what they have learned in the course (see Appendix A for questionnaires). 
 
Data analysis 
All data were entered into SPSS 24, cleaned and matched over time. The pre- (t1) and post-
test (t2) were completed by n=33 students (response rate 97%) and could be matched 
successfully for a total of n=24 (71%) students completing the online follow-up questionnaire 
(t3). Overall, reliability of the main scales of interest was satisfactory (see table 6.4 in the 
results section). To explore patterns in the data and address the research questions and 
hypotheses described above, correlations and repeated-measures ANOVAs have been 
computed using SPSS 24.    
 
6.3.2. Qualitative Strand 
The qualitative strand served two purposes. On the one hand, it allowed to address research 
question 3.2 by exploring to what extent students have achieved the learning goals throughout 
the course. On the other hand, it enabled gathering more direct evidence on students’ 
intercultural competence development, thereby adding another layer to the quantitative 
measures described above. Those quantitative measures mainly served to address research 
question 3.1, representing more indirect, self-reported evidence for students’ intercultural 
competence development. Based on the idea that reflective papers can be both a learning and 
an assessment tool (Deardorff, 2006, 2011), this part of the research focused on how to use 
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students’ reflective assignments as direct evidence for their intercultural competence 
development (RQ3.1) and achievement of learning objectives (RQ3.2).  
 
Sampling and data collection  
Qualitative data used in this part of the study was selected from students’ reflective 
assignments which comprised a total of twelve papers by n=34 students. Aiming to draw upon 
the richness of this body of qualitative data while ensuring its analysis is feasible, the first step 
involved sampling and selecting which materials to include in the analysis. In terms of 
assessment, it seemed crucial to include all students in the sample and narrow the data down 
by selecting relevant assignments. Out of a total of twelve papers, eight were selected, 
including the midterm and final term paper as well as six smaller weekly assignments. The 
excluded assignments had prompts specific to Personal Leadership, with either different tasks 
across students or extremely personal reflections with relatively little relevance for the overall 
research question. Following selection of material, all chosen materials were imported into 
MaxQDA for analysis.  
 
Data analysis 
The purpose of analysis was two-fold: (1) identify evidence for achieving the learning 
objectives of the course (RQ3.2), and (2) assessing students’ intercultural competence 
development to enrich quantitative findings about that (RQ3.1). The approach to analysis has 
been data-reductive coding guided by these two main topics, allowing for an initial deductive 
development of the coding frame. For the learning objectives, each learning objective 
presented one category in the coding frame. For intercultural competence development, 
categories were deductively derived from the dimensions of the quantitative instruments to 
allow for synthesizing the quantitative and qualitative strand. For this reason, the coding 
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frame entails all dimensions of the SFCQ and TMIC-S. Table 6.3 shows the initial coding 
frame. 
 
Table 6.3. Deductively derived coding frame 
1. Learning Objectives (LO) 2. Intercultural Competence  
1.1 LO1 – in-depth understanding of culture 
1.2 LO2 – relate knowledge to own experience 
1.3 LO3 – understand and apply PL 
2.1 SFCQ 
2.1.1 SFCQ_knowledge 
2.1.2 SFCQ_skills 
2.1.3 SFCQ_metacognition 
 2.2 TMIC 
2.2.1 TMIC_communication 
2.2.2 TMIC_learning 
2.2.3 TMIC_socialinteraction 
2.2.4 TMIC_selfknowledge 
2.2.5 TMIC_selfmanagement 
2.2.6 TMIC_creatingsynergies 
 
 
 
To benefit from the richness of the qualitative data, subcategories were inductively added to 
the learning objective categories during the coding process. This allowed gaining deeper 
insights into how students attained the learning objectives in more specific terms. With this 
combined deductive and inductive approach to coding, several cycles of coding, re-coding, 
categorizing and re-categorizing took place. The final list of codes can be found in Appendix 
H. More details and quotes from the data will be provided when presenting the results. It is 
important to note that coding was selective in that it focused on the two main topics, thereby 
neglecting additional topics that could emerge from the data. This decision was made based 
on the research objectives of this evaluation study, but it is important to keep in mind that this 
represents a reductive approach to qualitative data. Another decision was to choose a 
combination of deductive and inductive coding over more systematic qualitative content 
analysis (QCA). On the one hand, it seemed difficult to segment the material in a way that 
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would satisfy criteria such as mutual exclusive categories within one dimension. Even if 
material were segmented by units of ideas, the same segment could possibly be coded as 
“SFCQ_Knowledge” and “SFCQ_Skills”. On the other hand, coding provided more 
flexibility in the analysis which was preferred over a more systematic approach. While the 
initial categories of the coding frame were derived deductively from the quantitative scales, 
subcategories mainly emerged inductively from the data in a multi-step process of coding and 
re-coding.  
The coding so far has allowed to address research question 3.2. Another analysis step 
was done to allow for better integration of quantitative and qualitative data with regard to 
research question 3.1. All coded segments within the codes and subcategories of the SFCQ 
and TMIC-S were revisited to find ways to quantify them beyond merely stating whether they 
were present or not present in the qualitative data. For the SFCQ, definitions and items of 
each dimension of the quantitative scale (i.e. knowledge, skills, metacognition) were used to 
re-code text segments and quantify them. For example, the SFCQ dimension knowledge 
pertains to both culture-general and culture-specific knowledge. While this distinction has not 
been accounted for in the initial coding frame, it was used to re-code segments coded as 
“2.1.1. SFCQ_knowledge” as “culture-general”, “culture-specific” or “both” as a basis for 
quantifying them. For the TMIC-S, text segments within each subcategory were screened for 
inductively emerging topics, thereby adding more depth to the quantitative scale. Visual data 
display tables were created to merge quantitative and qualitative data that pertain to research 
question 3.1 which will be presented in the subsequent results section. 
 
6.4. Results 
This section first presents results pertaining to research question 3.1, followed by results for 
research question 3.2.  
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6.4.1. RQ3.1: Students’ Intercultural Competence Development  
Table 6.4 shows the Cronbach’s alpha for the two scales to measure intercultural competence, 
i.e. the TMIC-S and SFCQ, as well as for additional scales such as the GSES used to measure 
perceived self-efficacy and the Flourishing scale used to measure subjective well-being. The 
TIPI has not been included in this table as it conceptually did not make sense to calculate 
reliability across five different personality traits. Likewise, there seemed rather little use in 
calculating Cronbach’s alpha per trait as there were only two items per personality trait. 
Overall, across time points, the reliability of all scales was satisfactory to excellent.  
 
Table 6.4. Reliability analysis 
 Cronbach’s alpha 
Scale Number of items Pre-test (t1) Post-test (t2) Follow-up (t3) 
TMIC-S 25 items n=25, 0.85 n=27, 0.91 n=25, Cronbach’s 
alpha=0.91 
SFCQ 10 items N=32, 0.80 N=32, 0.84 n=22, Cronbach’s 
alpha=0.83 
GSES 10 items 32, 0.87 30, 0.86 Cronbach’s 
alpha=0.89 
Flourishing 8 items 31, 0.72 33, 0.82 Cronbach’s 
alpha=0.85 
 
Given the predominantly exploratory nature of this research, first Pearson product-moment 
correlations were computed to explore any potential relations between different variables. 
Table 6.5 offers an overview of significant correlations between measures of intercultural 
competence, personality traits, self-efficacy, and subjective well-being across the three points 
of measurement. The two measures of intercultural competence, TMIC-S and SFCQ, showed 
a significant positive correlation for the pre-test (n = 33, r = 0.75, p < 0.01), post-test (n = 33, 
r = 0.61, p <0.01) and follow-up (n = 24, r = 0.62 p < 0.01), supporting their validity in 
measuring the same underlying construct though with slightly different foci. Summarizing the 
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results displayed in table 6.5, it seems noteworthy that self-efficacy (measured by the GSES) 
was significantly and positively correlated to both measures of intercultural competence at all 
three points in time, i.e. pre-test (for TMIC-S: r = 0.74, p < 0.01; for SFCQ: r = 0.61, p < 
0.01), post-test (for TMIC-S: r = 0.59, p < 0.01; for SFCQ: r = 0.43, p < 0.05), and follow-up 
(for TMIC-S: r = 0.76, p < 0.01; for SFCQ: r = 0.52, p < 0.01), lending support to hypothesis 
2 about a potential relationship between intercultural competence and self-efficacy. 
Interestingly, at times, the correlation between the TMIC-S or SFCQ and GSES were as 
strong as the correlation between the two measures of intercultural competence. This 
observation is further explored in the discussion section below.  
 The correlations also served to explore potential relationships between variables 
beyond the ones hypothesized. As shown in table 6.5, there was a significant positive 
relationship between both measures of intercultural competence and Flourishing (as a measure 
of subjective well-being) at all time points. Concerning the short personality measure (TIPI), 
openness was the only factor that was significantly and positively related to both measures of 
intercultural competence at the pre- and post-test and to the TMIC-S at the follow-up. With 
the exception of a significant positive correlation between conscientiousness and both the 
SFCQ and TMIC-S at t3, as well as a significant positive relationship between emotional 
stability and the TMIC-S at t3, there were no further significant correlations between measures 
of intercultural competence and personality. 
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Table 6.5. Pearson product-moment correlations  
 Pre_ 
TMIC 
Pre_ 
SFCQ 
Pre_ 
Flourishing 
Pre_ 
Self-
efficacy 
Pre_ 
Openness 
Post_ 
TMIC 
Post_ 
SFCQ 
Post_ 
Flourishing 
Post_ 
Self-
efficacy 
Post_ 
Openness 
FollowUp_ 
TMIC 
FollowUp_ 
SFCQ 
FollowUp_ 
Flourishing 
FollowUp_ 
Self-efficacy 
FollowUp_ 
Openness 
Pre_ 
TMIC 
 .75** .45** .74** .57**           
Pre_ 
SFCQ 
  .43* .61** .6**           
Pre_ 
Flourishing 
   .67** .64**           
Pre_ 
Self-efficacy 
    .85*           
Post_TMIC       .61** .36* .59** .36*      
Post_ 
SFCQ 
        .43* .44*      
Post_ 
Flourishing 
        .62** .49**      
Post_ 
Self-efficacy 
         .71**      
FollowUp_ 
TMIC 
           .62** .73** .76** .47* 
FollowUp_ 
SFCQ 
            .53** .52**  
FollowUp_ 
Flourishing 
             .89** .54** 
FollowUp_ 
Self-efficacy 
              .66** 
* p<.05, ** p<.01 
Please note: The table only displays correlations which have been significant at least at the 5% level. 
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In the next step, students’ development of intercultural competence over time was assessed by 
comparing group means on both scales, i.e. the TMIC-S and the SFCQ, using the repeated 
measures analysis of variance (ANOVA) with time as within-subject factor (time with three 
levels: pre-test, post-test, follow-up). As intercultural competence has been measured by two 
scales, the TMIC-S and the SFCQ, analysis of variance (ANOVA) has been computed for 
both scales. The main effect of time was significant for both scales, with results for both 
measures shown in table 6.6.  
 
Table 6.6. Results from two repeated-measures ANOVAs  
 MS df F ptwo-tailed Power 
Within-subject effects 
TIME(TMIC) 
Error 
TIME(SFCQ) 
Error 
 
0.385 
0.120 
0.643 
0.173 
 
2 
44 
2 
44 
 
3.212 
 
3.726 
 
0.05 
 
0.032 
 
0.127 
 
0.145 
Abbreviations: df degrees of freedom, MS mean square 
 
In the next step, the ANOVA was followed-up with pairwise comparisons corrected for using 
Bonferroni’s adjustment. Means and standard errors at each time point are shown in table 6.7. 
Pairwise comparison revealed that the difference in means was significant from pre- to post-
test for both, the TMIC-S (Mdifference=0.258, Std. Error=0.059, p=0.001) and the SFCQ 
(Mdifference=0.299, Std. Error=0.092, p=0.011). In contrast, neither the difference in means 
from post-test to follow-up nor from pre-test to follow-up was significant.  
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Table 6.7. Mean and standard errors for pairwise comparisons 
Measure time Mean Std. Error 
TMIC-S 
(6-point scale) 
1 4.46 0.086 
2 4.72 0.088 
3 4.61 0.117 
SFCQ 
(7-point scale) 
1 5.42 0.128 
2 5.72 0.087 
3 5.70 0.146 
 
These findings are illustrated in figure 6.2 for TMIC-S and figure 6.3 for SFCQ. The results 
support hypothesis 1a, suggesting that there has been a significant increase in means on both 
the TMIC-S and SFCQ from pre- to post-test, i.e. over the time of students’ participation in 
the course. Given that the results show a significant increase from pre- to post-test, but not 
from pre-test to follow-up further support that the increase in intercultural competence was 
related to participation in the elective course. The findings also support hypothesis 1b by 
offering evidence for stable, sustainable gains in intercultural competence as scores on either 
of the scales measuring intercultural competence neither increased or decreased significantly 
from post-test to follow-up.  
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Figure 6.2. TMIC-S development over time (on a 6-point Likert scale) 
 
Figure 6.3. SFCQ development over time (on a 7-point Likert scale) 
 
As described in chapter 3, the TMIC-S not only includes self-report items for each of the six 
facets measured, but also a situational judgment test (SJT) per facet. SJTs have been adapted 
to the context of the students in this research, presenting them with six critical incident 
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scenarios (see questionnaires presented in Appendix A) with four ordinally ranked answers. 
Similar to assessment centers, SJTs seek to capture how individuals would behave in such 
scenarios (Schnabel, 2015). Table 6.8 provides the descriptive statistics of each SJT for the 
pre-test (t1) and post-test (t2). Two things seem noteworthy: First, means have already been 
relatively high for most facets in the pre-test. Second, on average, means all have gone up 
from the pre- to post-test. However, t-tests have shown that none of the means increased 
significantly from pre- to post-test.   
 
Table 6.8. Descriptives for TMIC-S situational judgment tests (SJTs) 
 Pre-test (t1) Post-test (t2) 
Mean SD Mean SD 
SJT Sensitivity in communication 3.18 0.95 3.36 0.93 
SJT Information-seeking  2.15 1.30 2.73 1.28 
SJT Socializing 3.15 0.83 3.24 0.83 
SJT Goal-setting 2.85 1.30 3.00 1.20 
SJT Mediation of interests 3.09 0.68 3.21 0.89 
SJT Cultural identity reflection 3.12 0.99 3.18 0.85 
 
In her thesis, Schnabel (2015) has noted that most, but not all of the SJTs were significantly 
correlated to the appropriate self-report facet, though with rather small correlations. Schnabel 
(2015) has referred to other authors who have already argued that SJTs rarely are clearly 
unidimensional. Table 6.9 shows significant correlations between SJTs and self-report items 
of the TMIC-S for the pre-test. While there were significant positive correlations between 
some SJTs and self-report items, the dimensions hardly ever matched, confirming doubts that 
SJTs can be unidimensional and clearly aligned with the corresponding self-report 
dimensions. 
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Table 6.9. Pearson product-moment correlations for pre-test data from situational judgement 
tests (SJTs) and self-report items from the TMIC-S 
  TMIC_SC TMIC_IS TMIC_SZ TMIC_GS TMIC_MI TMIC_CIR 
SJT_SC    .35* .44**  
SJT_IS  .62**     
SJT_SZ       
SJT_GS     .45**  
SJT_MI       
SJT_CIR     .35*  
* p≤.05, ** p≤.01 / Please note: The table only displays correlations which have been significant at 
least at the 5% level. / Abbreviations: SC=Sensitivity in communication, IS=Information-seeking, 
SZ=Socializing, GS=Goal-setting, MI=Mediation of interests, CIR=Cultural identity reflection 
 
Table 6.10 displays significant correlations between SJTs and self-report items of the TMIC-S 
for the post-test. In the post-test, significant positive correlations between SJTs and their 
corresponding self-report dimensions could be found for half of the six dimensions of the 
TMIC-S. However, two of those showed positive significant correlations to other self-report 
dimensions, reinforcing that SJTs hardly showed clear alignment with the self-report items.  
 
Table 6.10. Pearson product-moment correlations for post-test data from situational 
judgement tests (SJTs) and self-report items from the TMIC-S  
  TMIC_SC TMIC_IS TMIC_SZ TMIC_GS TMIC_MI TMIC_CIR 
SJT_SC     .46**  
SJT_IS  .64** .43**    
SJT_SZ   .53**  .39*  
SJT_GS       
SJT_MI     .37*  
SJT_CIR       
* p≤.05, ** p≤.01 / Please note: The table only displays correlations which have been significant at 
least at the 5% level. / Abbreviations: SC=Sensitivity in communication, IS=Information-seeking, 
SZ=Socializing, GS=Goal-setting, MI=Mediation of interests, CIR=Cultural identity reflection 
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Adding qualitative data to the picture 
In the next step, qualitative data were used to enrich the quantitative data. Table 6.17 (shown 
in the supplementary materials at the end of this chapter) provides an overview of all three 
SFCQ dimensions (i.e. knowledge, sills, metacognition), including their definitions, the 
number of participants who showed evidence for any element of these dimensions in their 
reflective papers, and quotes from or summaries of the qualitative data.  
For the knowledge dimension, students mentioned culture-specific (n = 13), culture-
general (n = 8) or both types of knowledge (n = 11), with a total of 32 (out of 34) students 
demonstrating some level of culture-specific and/or culture-general knowledge in their 
reflective assignments. As the SFCQ knowledge dimension also refers to complexity of such 
knowledge, text segments initially coded as “SFCQ_knowledge” were re-coded and grouped 
by level of complexity, distinguishing between basic, medium, and high complexity of 
knowledge. While a basic level of complexity pertained to anecdotal descriptions of cultural 
differences, medium and high complexity captured more systematic and eventually more 
critical discussions of cultural differences. Overall, 12 students demonstrated basic 
complexity of knowledge only, 10 progressed from basic to medium across their assignments, 
8 showed evidence of medium complexity of knowledge, and 2 progressed from medium to 
high complexity across their assignments. There were no students regressing on the 
knowledge dimension, but it should be kept in mind that 12 students stayed at a basic level of 
complexity throughout their assignments and two students did not show any evidence to be 
coded as “SFCQ_Knowledge”.  
The SFCQ skills dimension entails relational skills (referred to by n = 11 students), 
tolerance of uncertainty (mentioned by n = 13 students), adaptability (discussed by n = 10 
students), empathy (mentioned by n = 11 students) and perceptual acuity (discussed by n = 1 
student). Students’ reflections upon their relational skills ranged from discussing their general 
appreciation of being able to meet others from all over the world on campus and learn about 
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their cultures and languages to reflecting upon their own ability to establish meaningful 
relationships and find points of connection. When reflecting upon tolerating uncertainty in 
intercultural encounters, students described how they increasingly felt able to accept 
differences in ways of doing things (e.g. group work) without judging them based on their 
own standards and without feeling offended. In their discussions of adaptability, students 
offered examples of how they adapted their behavior, including trying to make more eye 
contact to appear approachable, adapt to the communication style of the interaction partner, or 
being sensitive to different preferences concerning personal space and emotional 
expressiveness. With regard to empathy, students mainly reflected upon the importance of 
putting themselves into someone else’s shoes and take different perspective when trying to 
make sense of cultural differences. While perceptual acuity seems close to empathy, it has 
been coded only if students offered very detailed descriptions of how they sensed another 
person’s feelings, as shown in the quote displayed in table 6.11. Overall, 26 out of 34 students 
showed evidence for any of the skills included in the SFCQ skills dimension. Half of those 
students reflected upon one skill only, six each showed evidence for two or three skills, and 
one student mentioned and reflected upon four skills across the assignments.  
Finally, concerning the SFCQ metacognition dimension, a distinction has been made 
between awareness of cultural context, analysis of this context, and planning one’s 
interactions with culturally different others. Almost all students demonstrated awareness of 
the cultural knowledge they used, for example when discussing cultural differences they 
observed in interactions on campus (33 out of 34 students). Most of them also explicitly 
analyzed to what extent their own behavior and/or that of the interaction partner could be 
explained by cultural influences (29 out of 34 students). In contrast, only half explicitly 
described how they changed or intended to change their behavior in interaction with culturally 
different others (17 out of 34 students).  
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Table 6.18 (also provided at the end of this chapter) displays a similar overview for 
the TMIC-S dimensions, including their definitions, and summary of the qualitative data 
segments associated with each dimension. For ‘sensitivity in communication’, text segments 
from 16 students could be grouped in awareness of differences in verbal and nonverbal 
behavior, ability to name strategies to be sensitive in communication (such as mindfulness, 
emotion management, perspective-taking, and switching communication styles), and 
discussing specific examples of using such strategies. For ‘information-seeking’, 15 students 
offered insights into their different ways of gathering information about other cultures, 
including interacting with culturally different others on campus and asking them questions, 
learning new languages, traveling and immersing oneself in other cultures, using the Internet 
or books to find information on other cultures, watching movies from other cultures, 
observing people, or attending campus events on different cultures or intercultural topics.   
In terms of ‘socializing’, text segments by 13 students were coded with this label and 
could be grouped into statements of generally enjoying contact with people from other 
cultures, reflections on establishing meaningful contact, and reflections on having found ways 
to make friends across cultures, even if it that might have seemed challenging in the 
beginning. Only two students discussed ‘goal-setting’, in both cases within the context of 
using Personal Leadership to set goals and work towards achieving them. The text segments 
pertaining to ‘mediation of interests’ came from eight different students and were grouped 
into discussing how to find a compromise between one’s own position and those of others, 
reflecting upon one’s ability to speak up when feeling offended and resolve the situation, and 
situations in which one acts as a mediator when two or more other parties have different 
points of view.  
Finally, all students frequently showed signs of ‘cultural identity reflection’ – a 
finding that seemed hardly surprising given that writing prompts of the reflective assignments 
repeatedly encouraged students to reflect upon their cultural identity and preferences. 
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Students’ cultural identity reflection differed in depth, ranging from more superficial ways of 
describing one’s cultural background to deeper levels of critically reflecting upon how much 
one identifies with one’s cultural background and the extent to which it influences one’s 
values, thinking style, communication style, and other preferences. In most cases, the code 
‘cultural identity reflection’ co-occurred with the code for learning objective 2, i.e. ‘reflect 
upon own cultural identity’, suggesting that in about 90% of segments coded with both codes, 
students engaged in deeper level cultural identity reflection.   
 
Integrating quantitative and qualitative findings – the bigger picture 
The previous step enriched quantitative results by adding insights from qualitative data 
gathered from students’ reflective assignments. To further integrate quantitative and 
qualitative findings, the next step was to create a matrix to summarize some of the key 
demographics as well as quantitative and qualitative results for each student of the course (see 
Table 6.11). While analysis of potential patterns in this matrix was beyond the scope of this 
dissertation, some observations seem noteworthy with regard to research question 3.1 of how 
students’ intercultural competence has developed from the beginning to the end of the course. 
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Table 6.11. Overview of each student’s intercultural competence development 
Student Gender Major Monocultural Monolingual Abroad SFCQ TMIC-S 
      Quantitative Qualitative Quantitative Qualitative 
1 male Diversity 1 parent from other culture Monolingual No 5.20-5.20 
K: none 
S: none 
MC: 1 
4.40-3.92 
 
Complexity: 2 
SZ, CIR 
2 female Health Monocultural Monolingual Yes 5.90-5.40 
K: basic 
S: 2 
MC: 3 
4.24-4.08 Complexity: 3 SC, CIR, MI 
3 female Diversity 1 parent from other culture Multilingual Yes 5.70-5.80 
K: basic 
S: 1 
MC: 2 
4.44-5.13 Complexity: 3 SC, IS, CIR 
4 female Health Monocultural Monolingual No 5.00-5.90 
K: medium 
S: 2 
MC: 2 
4.60-5.32 Complexity: 2 SC, CIR 
5 female Diversity Monocultural Monolingual No 4.50-5.40 
K: basic-medium 
S: 2 
MC: 3 
4.24-4.16 Complexity: 1 CIR 
6 female Health Monocultural Multilingual Yes 5.20-5.60 
K: basic-medium 
S: 3 
MC: 3 
4.42-4.60 Complexity: 4 SC, IS, SZ, CIR 
7 female Health Monocultural Multilingual Yes 5.80-6.00 
K: basic-medium 
S: 1 
MC: 0 
4.50-4.88 Complexity: 2 IS, CIR 
8 female Health Monocultural Multilingual No 6.00-5.90 
K: basic 
S: 1 
MC: 2 
4.56-4.64 Complexity: 2 IS, CIR 
9 female Mobility Monocultural Monolingual Yes 6.00-5.30 
K: medium-high 
S: 4 
MC: 3 
5.38-5.67 Complexity: 2 IS, CIR 
10 male Health 1 parent from other culture Monolingual No 5.70-5.70 
K: basic 
S: none 
MC: 1 
4.96-4.88 Complexity: 1 CIR 
11 female Diversity Monocultural Monolingual Yes 4.50-5.40 
K: basic 
S: none 
MC: 3 
4.40-5.08 Complexity: 1 CIR 
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12 male Diversity 
Born in another 
country than 
both parents 
Multilingual Yes 6.00-5.90 
K: medium 
S: none 
MC: 3 
5.56-5.12 Complexity: 4 SC, SZ, CIR, MI 
13 female Diversity Monocultural Monolingual No 4.40-5.00 
K: basic-medium 
S: none 
MC: 3 
3.13-3.16 Complexity: 1 CIR 
14 male n/a Monocultural Monolingual Yes 5.50-5.80 
K: basic-medium 
S: 3 
MC: 3 
4.80-5.16 Complexity: 2 SZ, CIR 
15 female Health Monocultural Monolingual No 5.80-5.70 K: basic S: 2, MC: 2 4.72-4.71 
Complexity: 4 
SC, IS, SZ, CIR 
16 female Health Monocultural Monolingual No 3.90-3.30 
K: basic-medium 
S: 2 
MC: 3 
3.40-3.28 Complexity: 2 SC, CIR 
17 male Diversity Monocultural Multilingual No 4.20-4.60 
K: basic 
S: 3 
MC: 3 
4.08-4.72 Complexity: 2 SC, CIR 
18 male Diversity Monocultural Multilingual Yes 5.90-6.30 
K: none 
S: 1 
MC: 2 
4.70-4.83 Complexity: 3 SZ, CIR, GS 
19 male Mobility Monocultural Multilingual No 6.60-6.30 
K: basic 
S: none 
MC: 1 
4.80-5.12 Complexity: 1 CIR 
20 female Diversity Monocultural Monolingual Yes 5.60-4.80 
K: basic-medium 
S: 1 
MC: 3 
4.80-4.36 Complexity: 1 CIR 
21 male Diversity Monocultural Monolingual No 4.90-5.40 
K: basic 
S: 1 
MC: 2 
4.52-4.48 Complexity: 3 SC, CIR, MI 
23 female Diversity Monocultural Monolingual No 4.90-5.70 
K: medium 
S: 1 
MC: 2 
4.08-4.24 Complexity: 5 SC, IS, SZ, CIR, MI 
24 female Diversity Monocultural Monolingual Yes 6.10-5.40 
K: basic-medium 
S: 3 
MC: 3 
4.84-4.52 Complexity: 3 SC, SZ, CIR 
25 female Health Monocultural Multilingual Yes 5.60-6.00 
K: basic-medium 
S: 1 
MC: 2 
4.28-4.64 Complexity: 3 IS, SZ, CIR 
SUMMATIVE EVALUATION          199  
26 male Diversity Monocultural Monolingual Yes 5.00-5.90 
K: medium 
S: none 
MC: 2 
4.09-4.52 Complexity: 2 IS, CIR 
27 male Mobility Monocultural Monolingual No 6.70-6.40 
K: medium 
S: 2 
MC: 2 
4.88-5.16 Complexity: 3 SC, CIR, MI 
28 female Diversity Monocultural Multilingual Yes 5.20-5.50 
K: medium 
S: none 
MC: 2 
4.12-4.21 Complexity: 3 IS, CIR, MI 
29 female Health Monocultural Multilingual Yes 6.30-6.60 
K: basic 
S: 1 
MC: 2 
5.16-4.92 Complexity: 4 SC, SZ, CIR, MI 
30 female Diversity Monocultural Monolingual Yes 4.70-5.20 K: medium S: 1, MC: 3 3.96-4.16 
Complexity: 3 
SC, IS, CIR 
31 female Diversity Monocultural Monolingual No 5.20-5.67 K: basic-medium S: 3, MC: 3 4.08-4.60 
Complexity: 5 
IS, SZ, CIR, GS, MI 
32 female Health Monocultural Monolingual Yes 7.00-7.00 
K: basic 
S: 1 
MC: 1 
5.04-5.12 Complexity: 2 IS, CIR 
33 female Health Monocultural Monolingual No 5.00-5.00 
K: basic 
S: 1 
MC: 2 
3.56-4.16 Complexity: 3 IS, SZ, CIR 
Abbreviations: K=Knowledge, S=Skills, MC=Metacognition, SC=Sensitivity in communication, IS=Information-seeking, SZ=Socializing, CIR=Cultural identity reflection, 
GS=Goal-setting, MI=Mediation of interests  
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The quantitative analysis has suggested that on average students made significant gains in 
intercultural competence on both scales from pre- to post-test. However, the matrix offers 
insights into the diversity of individual experiences within the group. While the majority of 
students self-reported higher scores of intercultural competence in the post-test, some ended 
up with lower scores. Did these individuals indeed regress in their intercultural competence? 
A closer look at the qualitative findings summarized in the matrix suggests otherwise, 
showing that most of those with rather low quantitative scores and/or decreases over time 
displayed direct evidence for having attained certain levels of intercultural competence in 
their reflective assignments. Student 9, for example, showed a decrease on the SFCQ scale – 
however, analysis of that student’s reflective papers revealed that student 9 was among the 
small group that progressed from medium to high complexity of cultural knowledge, 
displayed evidence for four of the five skills captured in the SFCQ skills dimension, and 
showed evidence for not only being aware of cultural influences and consciously analyzing 
their impact, but even planning how to act in intercultural situations. At the very least, this 
case demonstrates how pronounced the mismatch between quantitative and qualitative 
findings can be. Based on the distinction between direct and indirect evidence, one could go 
further and argue that the direct evidence from the reflective papers shows that student 9 made 
strong progress in intercultural competence development. Thus, it seems that student‘s 
progress could not be captured accurately in the indirect self-report on the SFCQ scale.  
Another example is student 16 who scored comparatively low on both the SFCQ and 
TMIC-S and decreased on both from pre- to post-test. However, analysis of that student’s 
reflective papers has revealed that this student has achieved quite some level of intercultural 
competence. Student 16 progressed from basic to medium complexity of knowledge, 
explicitly discussed two skills of the SFCQ, and metacognition was evident up to the highest 
stage of planning how to behave in different cultural settings and intercultural encounters. 
Likewise, the student displayed evidence for cultural identity reflection and sensitivity in 
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communication concerning TMIC-S dimensions. That the mismatch of quantitative and 
qualitative findings can go either way is shown by the case of student 32. While student 32 
scored the highest possible score of 7 on the SFCQ for both the pre- and post-test, qualitative 
analysis has led to a more modest picture with basic complexity of knowledge, one SFCQ 
skill discussed, and metacognitive abilities limited to being aware of cultural knowledge and 
context.  
Clearly more systematic and detailed analysis is needed to back up and extend claims 
made based on the integration of quantitative and qualitative findings in the matrix. However, 
it can be noted as a first observation that students’ indirect, self-report evidence and direct, 
reflective paper evidence did not necessarily converge. Some students displayed relatively 
high levels of intercultural competence in their reflective assignments, but had comparatively 
low scores on the quantitative, self-report scales and/or decreased in their scores from pre- to 
post-test. In contrast, other students seemed to have overestimated their intercultural 
competence on the self-report, achieving higher scores than one would expect from the levels 
of intercultural competence displayed in the reflective assignments.  
 
6.4.2. RQ3.2: Achievement of Learning Objectives  
To answer research question 3.2 and summarize findings from students’ reflective 
assignments with regard to attaining the learning objectives of the course, two steps were 
carried out. First, a more quantitative approach to data analysis was taken. For each student, 
coded segments for each learning objective were summarized into one score, dichotomizing 
into whether the learning objective was generally attained or not. All 34 students 
demonstrated clear evidence for achieving learning objective 1 (“in-depth understanding of 
how culture influences how we feel, think, and act”) across their assignments. Likewise, all 
students showed that they were able “to relate this knowledge to their everyday experience in 
a multicultural environment”, thus achieving learning objective 2. Concerning learning 
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objective 3 (“be familiar with the Personal Leadership methodology and Critical Moment 
Dialogue (CMD) and able to apply it to their own experience”), 32 out of 34 students 
demonstrated an understanding of Personal Leadership in their analyzed assignments. Yet, for 
this learning objective, it is important to keep in mind that most of the Personal Leadership-
related assignments have been excluded from the analysis as described above.   
In the second step, subcategories that emerged inductively for each learning objective 
were added to the coding frame to gain a deeper understanding of what students learned. 
Table 6.12 shows the most frequently mentioned subcategories out of 14 subcategories which 
have emerged for learning objective 1. While the list of codes in the appendix (Appendix H) 
offers details on all 14 subcategories, this chapter focuses on those referred to by at least half 
of the students enrolled in the course. With regard to learning objective 1 (i.e. in-depth 
understanding of how culture influences how we feel, think, and act), all students discussed 
their emerging and deepening understanding of how culture influences how we feel, think, 
and act. Students’ reflection ranged from a general understanding of how culture shapes our 
perception and interpretation of the world to discussing specific differences in thinking styles, 
values, and what is considered appropriate behavior: 
“All human cultures exist in their specific ways and environments; hence there are differences 
among them. For instance, when I was in Ghana for my high school years, giving things to 
others with left hand was very offensive so you always had to use your right hand. On the 
contrary, you can use both hands in Ethiopia to give things to others. In a nutshell, culture is a 
very significant part of human beings that defines who we truly are and where we belong more 
often than not.” (student 33) 
Likewise, all students discussed aspects of intercultural communication, ranging from 
potential language barriers and differences in verbal and nonverbal communication to 
strategies for coping with misunderstandings. What seems noteworthy is that while some 
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students remained on a more theoretical level, summarizing the course reading or session 
content, most were able to connect it to their own experience and observations:  
“The use of gestures is highly universal, but the gestures themselves, and their frequency of 
use, is not. A rather humorous example of gesture miscommunication is when President Bush 
visited Australia and unknowingly displayed the reverse peace sign—which is offensive in 
Australia—to a parade of people. While amusing, such accidents are frequent across the 
world, and some are interpreted more harshly than Bush’s actions. The power of voice, not the 
meaning of the words themselves, is also frequently misinterpreted. For example, Americans 
often believe Germans are intermittently angry simply because of the guttural and rough 
sounds of the language; which could, unfortunately, lead to negative judgments.” (student 20) 
Almost all students reflected upon their understanding of what it means to be interculturally 
competent. However, systematically analyzing their subjective definitions of intercultural 
competence exceeded the scope of this research and was outside its main focus. However, the 
following quote offers one example of how students reflected upon the topic of intercultural 
competence:  
“Understanding that people of different culture have different ways of thinking was very 
important for me as a student in Jacobs University. This has taught me to be less judgmental 
and has helped me avoid many misconceptions and needless arguments. Being interculturally 
competent does not mean to disregard your own culture but to be more aware of others as the 
world is becoming more and more global. For me this was somewhat difficult as in Bulgaria 
where I come from there is no such intercultural environment everyone I know is from the 
same nationality as me and shares the same beliefs. Coming to Jacobs I had to learn to be more 
open-minded.” (student 16) 
Another dominant topic was students’ emerging understanding of the complexity of the 
concept of culture. It involved aspects such as the notion that culture can refer to both, visible 
and invisible aspects of life and that it goes beyond national culture, capturing the idea that 
different groups can have culture. The latter point has frequently co-occurred with students’ 
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reflecting upon their own multiple identities and how belonging to different cultural groups 
(e.g. local region, country level, religious group) has influenced them: 
“In my opinion, culture is not limited to race or country. There can be a culture centered on a 
religion, e.g. a Muslim or a Christian culture, or abstract concepts like nerd culture or coffee 
culture. As mentioned in this week’s reading, being part of a culture allows groups of people 
to ‘derive meaning from life’, and what you believe in plays a big role in trying to derive 
meaning from life. While this might sound too heavy for rather not-so-serious concepts like 
nerd culture or coffee culture, maybe believing in a good cup of coffee to start the day with or 
believing in superheroes in comic books can bind a group of people together and identify with 
each other – and from this they build up a culture and find meaning from life through the 
beliefs they share as a culture.” (student 21) 
Another frequently mentioned topic was students’ understanding of cultural differences, often 
in terms of students contrasting their newly gained knowledge on other cultures with their 
own culture:   
“Around Asians I would feel a little too forward as if I am getting into their personal space and 
crossing a line while Spanish or Latin Americans would sometimes take me by surprise when 
kissing my cheek just to greet me. Saying what is considered politically correct in Bulgaria 
would not always account as the right thing to say here. I came to realize how everyone had 
this different way of seeing the world.” (student 14) 
Students also showed evidence of being aware that culture is only one influence and that 
personal or situational factors can also shape behavior. This subcategory included comments 
on resisting the temptation to explain everything by culture as well as students reflecting upon 
the extent to which their own behavior is shaped by cultural, personal, and situational factors:   
“Having grown up in an internally segregated country like Egypt, I acknowledged how distinct 
outlooks can be and how a culture is not determined only by the country of origin, but by 
religion, family, financial status and much more. … There are infinite cultures out there that 
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surpass the established confinement of countries. Beauty and admirable traits can be found in 
all of them.” (student 9) 
Another facet of students’ understanding of culture included its origins, conceptualizing 
culture as a way of organizing group living and ensure survival in response to the 
environment and factors such as climate, population density, and resources: 
“…immediate surroundings play a very essential role in the evolution of a culture altogether. 
… Since time immemorial, humans have displayed the ability to adapt to the various 
environments, … This indeed seems true as the way people live are determined by various 
factors such as climate, type of land for cultivation, or population size etc. The way people 
dress themselves, the food people eat, the way they work, the required housing arrangements, 
and numerous other examples stand as a proof to the statement. For instance, a lot of examples 
can be seen in the country India. In the peninsular region, the climate is nearly moderate. In 
summers, the mercury easily soars up to 40 to 45 degrees and in monsoons, the region receives 
a good amount of rain. Interestingly, it can be noticed that the staple food available is mostly 
rice and yellow lentils, the clothes worn are only made of cotton and most of the houses in the 
region have very thin walls, and sloppy rooftops. Thus, it is clear from the example that the 
climatic conditions play a very important role.” (student 26) 
Likewise, the majority of students reflected upon how culture is learned and acquired through 
socialization, giving individuals some choice on what to accept and reject:   
“While we have a much greater capacity to learn ‘from scratch’ than other animals, we do 
have some basic knowledge on how to adapt to this world; even as infants. This essentially 
made me realize that no culture can be ‘found within’ us at birth. It is for us to grow into a 
culture and allow it to shape us.” (student 32) 
On average, students discussed about nine of these topics (Mean = 9.56, SD = 1.19) with a 
range of mentioning at least seven different topics up to a maximum of 12 (out of 14 in total).  
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Table 6.12. Main subcategories within the Code LO1: in-depth understanding of culture 
Subcategory Number of participants 
referring to it (out of n=34) 
Culture influences how we feel, think, and act 34 
Intercultural communication 34 
Intercultural competence 32 
Complex concept 30 
Understanding of cultural differences 26 
Culture is one influence, not the only one 25 
Origins of culture 24 
Culture is learned 24 
 
Concerning learning objective 2 (linking knowledge to own experience), emerging 
subcategories included students reflecting upon their own cultural identity (on a superficial vs. 
a deeper level), thinking style, intercultural competence, and communication style. Table 6.13 
displays the frequencies for these subcategories. While some students started out with more 
superficial reflections upon their own cultural identity, the majority progressed to deeper 
reflections throughout their assignments (with the exception of two students). Superficial 
reflections were those that stayed on a descriptive level, describing one’s national culture 
without critically reflecting upon to what extent in and in which ways one’s own perception 
and behavior are shaped by it:  
“My country’s culture is the Peruvian culture. I think Peru is known for its delicious food, 
places, history and festive people. To describe Peru it is needed to say that it is a very diverse 
mixed country with a lot of inequality. … Peruvians are generally very festive, warm and open 
once they let their ward down. I think that this defense mechanism is because since we are 
very young we have been taught to be very vigilant about people’s intentions due to the fact of 
the security problem.” (student 3) 
In contrast, deeper reflection included reflecting upon how one engages with one’s culture 
and upon multiple cultural identities, such as exploring how much students embraced the 
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culture they grew up in and how they created and constructed their own identities, also based 
on their experience in other cultures:  
“When being asked where do I come from, my answer is without a doubt Taiwan. In truth, it 
remains debatable as to how much I really identify with being a Taiwanese. My father and 
mother are from Hong Kong and Taiwan respectively, and I was born and raised in Taiwan for 
a total of elven and a half years. Without question it is where I feel the most connected to, 
enough to stimulate patriotic feelings. I have also lived in the UK and Singapore. I feel, 
however, that the countries that I have resided in had little effect on my cultural identity. 
Instead, it was the schools that I have attended. Since school was such a big part of my life, 
attending an international school of a certain country, even if I’m living in another country, 
puts me in close contact with the culture of the school’s country. I have experienced Canadian, 
British, and American international schools for nine years since I was nine years old. At such a 
young age one would already have a fairly strong sense of cultural identity, enough to 
recognize the cultural difference between one and the others. However, it is not strong enough 
to allow the child to remain unaffected. My Taiwanese cultural identity back then was so 
volatile that foreign ideas and way of life would always slip in unnoticed. After a few years I 
found myself drifting away from my childhood best friends in Taiwan, not entirely because of 
the lack of time we spent in each other’s company but because I have noticed such 
fundamental cultural differences in thinking between us. I understand that people change, but I 
still attribute the main factor in our difference in that I have grown more individualistic 
whereas my friend’s views develop in according to the collectivist thinking of Taiwanese 
society. However, having different cultural views does not mean that I don’t understand the 
ideas of another culture. Having lived in so many different cultures allowed me to observe and 
learn their different dynamics, and I can easily adjust to the difference paces of cultures. Yet 
the problem of having characteristics of different cultural identities in me is that I rarely have a 
sense of ‘belonging’.” (4) 
All students reflected upon their own thinking style. However, this finding hardly came as a 
surprise given that one of the assignments explicitly asked students to relate a reading on 
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analytic and holistic thinking to their own upbringing and preferences. What seems 
noteworthy though is that all students were able to give specific examples of how a certain 
thinking style was promoted at home or in school:  
“In the ninth grade, when I shifted to the American system of education, I noticed that English 
class was quite different to what I was accustomed to until then. I knew that syntax, structural 
and grammatical features contributed to the overall meaning of a poem, but I wasn’t used to 
spending entire classes on the discussion of individual structural features and grammatical 
choices in a poem. Until then, in the schools I’d attended in India, we would spend more time 
focusing on the message of a work, or the authors intent. Structure always came up with 
reference to a thematic message, but we didn’t usually take an individual structural element 
and analyze it to find the meaning it contributed to. I suppose that the result of both 
approaches is the same, the components of a work in relation to its overall meaning. However, 
in India, I had focused more on how the parts contribute to the whole, whereas, in my new 
school, the emphasis was on how the whole is built up from individual parts.” (student 32) 
In contrast, there were no explicit prompts asking students to reflect upon their intercultural 
competence or communication style, though there were various assignments that could be 
used to reflect upon those topics. The majority of students reflected upon their own 
intercultural competence, as mentioned when presenting findings on learning objective 1 and 
as also exemplified in the following quote: 
“Learning is a continuous process and people learn for different reasons. I believe that what I 
learn in the classroom is for a good reason, however, all the learned material will go to waste 
if I do not try to use what I have learnt in class, outside the classroom. … I have been 
privileged enough to be in a multi-cultural environment like Jacobs University. The kind of 
cultural things I learn here are priceless. Coming from multicultural environment too, I 
thought I was very prepared for Jacobs; but little did I know. Africa has a lot of countries with 
different cultures, however, there are some similarities among these cultures. It is worth 
knowing the African cultures differ a lot from the Western ones. I never took time to inform 
myself about Western cultures till I came here, and certain things I saw in my first two weeks 
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still give me questions in my head. But all of that is in the past. I have learned to be my own 
leader. Without knowing, I used to do a lot of things that were associated with the six practices 
of Personal Leadership. … Because of these practices, I have become the person I am today… 
I am not perfect and I know that. That is why I will use my personal leadership skills and 
practices to become a better person.” (student 15) 
Furthermore, almost half of the students explicitly reflected upon their communication style 
and to what extent their preferences might be influenced by culture:   
“I would like to talk about how my culture influenced communication at Jacobs university. … 
In Nepal people don’t hug each other a lot. You hug someone if you are meeting him/her after 
a long time. Even though this trend is changing and people have started hugging in normal 
situations, it is still considered a sign of serious affection. My grandmother wouldn’t like to 
see me hugging a guy friend of mine. However, hugging is quite normal at Jacobs or Western 
countries in general. Living in a multicultural environment here has made me feel comfortable 
with hugging people a lot. Talking about verbal communication, one serious challenge I face 
is the way westerners address teachers or elders versus how South Asians address them. In the 
latter countries, we attach a relationship while addressing someone. We say uncle and aunty to 
friends’ parents and ‘Sir’ and ‘Ma’am’ to teachers, but in western society you address them by 
saying Mr. and Mrs. I am not used to doing what westerners do, but I have to say Mr. and Mrs. 
because the people I am talking to will find it weird if I call them aunty or uncle.” (student 27) 
 
Table 6.13. Subcategories within the Code LO2: linking knowledge to own experience  
Subcategory Number of participants 
referring to it (out of n=34) 
Reflect upon own cultural identity 
- Superficial 
- Deeper  
 
11 
32 
Reflect upon own thinking style 34 
Reflect upon own intercultural competence 30 
Reflect upon own communication style 15 
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The analysis of evidence on learning objectives 1 and 2 further entailed checking for 
frequently appearing co-occurrences of codes across these learning objectives. As shown in 
table 6.14, such co-occurrences included the L1 code “culture influences how we feel, think, 
and act” frequently co-occurred with L2 code “reflect upon own thinking style” for n=31 
students. An example is shown in the following quote from one student’s assignment: 
“I think that at home, I am more influenced by holistic thinking, but in my English-speaking 
schools I was taught in analytical thinking. I am from Taiwan, and … I believe that our 
language itself has more holistic traits than English. From my understanding holistic thinking 
is to perceive objects in relations to the others, instead of perceiving it by itself as described in 
analytical thinking. In Mandarin Chinese, one usually addresses an older or more authoritative 
by their relationship or identity to oneself. For example, an uncle will be addressed as “uncle” 
(and there are different names for different uncles, depending on his relationship to one’s 
parents), and older siblings will for sure be addressed by “older sister” or “older brother”, as 
oppose to addressing them by name in Western cultures. … Furthermore, a teacher will be 
addressed as “teacher”, instead of Mrs./Ms/Mr. XXX like in Western cultures. …. Even now I 
have a little trouble addressing those who are older than me, such as my host mother, by her 
first name, as in Taiwan, one can address any older lady in their mother’s generation as 
aunt(y).” (student 4) 
For n=28 students, the L1 code “culture influences how we feel, think, and act” co-occurred 
with the L2 code “deeper reflection upon own cultural identity”:  
“… having spent all of your life in the same place, with a homogeneous population, comes 
with consequences. On a positive note, I can easily identify with the Albanian culture, because 
everyone around me for 18 years belonged to the same culture. However, having only been in 
contact with that particular culture, makes me think that people from other cultures behave the 
same way I do. I wouldn’t say it is cultural illiteracy, because I respect all other cultures and I 
know about some different customs or traditions …. It’s mostly a matter of perception of what 
I am used to. For instance, before I came to Jacobs I thought that every new person I would 
meet would be as friendly as I am (and as most Albanians are), smiling, saying hi and trying to 
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make nice conversations …. Because I had been surrounded by Albanian youngsters all my 
life, … I thought friendliness and smiles were a universal thing. Turns out I was wrong, as 
many other nationalities didn’t return that friendliness or the smiles, behaving in a much 
serious way, and probably thinking I was overly friendly in asking them about their life stories 
with a smile on my face or invading their personal space by hugging them. Similarly to how 
they probably found me much too friendly, I found them closed in themselves, cold, and some 
people even sort of rude in certain moments. My culture influenced my perception of people, 
because growing up in a friendly, over-excited and loud culture, made me a warm and 
affectionate person, who contrasted a lot with some more reserved and cold cultures, and 
initially perceived them as just as amiable. However, I was able to recognize that most people 
did not act that way on purpose It was just the way they were brought up and influenced by 
their culture, the same way I was influenced by mine.” (student 30) 
Similarly, the L2 code “deeper reflection upon own cultural identity” frequently co-occurred 
with other L1 codes such as “culture is learned” (for n = 18 students): 
“Most generally, as an “American”, concepts like individualism and freedom of opportunity 
are ingrained in my culture; but, as I age, I am learning to take everything, even my own 
culture, together with a grain of salt. … I grew up in a large family of seven, prompting me to 
quickly learn the concepts of “sharing” and “toleration”. Aside from my parents and siblings, I 
was raised by a devoted family friend who brought to us, and to me, her own culture. A 
Gujarati-speaking Indian and a daughter of immigrants, she influenced us to celebrate holidays 
like Deepavali, and, more importantly, to be more accepting of other cultures and peoples. Her 
influence on my own culture is outstandingly substantial, and I have mostly her to thank for 
understanding the importance of an open mind. I have a strong sense of cooperation despite 
my country’s stress on individual work ethic and a self-confident attitude. … One of my most 
influential subcultures is gaming culture. More specifically, video game culture and the virtual 
community. … I am quite accustomed to what can be called “game language” and am often 
aware of trending pop culture. Many of my connections have been established over online 
gaming and social media, exposing me not only to gaming culture, but to cultures of various 
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different states and countries. … Gaming has also, quite impressively, enhanced my dedication 
to cooperation. Quite possibly one of the most difficult subcultures for me to discuss, is the 
influence of gay culture on my life. Growing up as a homosexual often brought me face to 
face with inner, and even painfully real, demons. Constant societal pressure made me 
constantly doubt who I am, and I always struggled to fit into the mold of masculinity. I often 
shunned, and frankly still shun, gay culture. I respect it, and those who associate with it, but I 
have never embraced it for myself. I resent most of the stereotypes associated with gay culture, 
and I often work to disassociate myself with these stereotypes; but, I remain open and 
respectful to those who don’t share my opinions. This has made me realize how one can 
disagree with a culture, but still respect and understand it.” (student 20) 
The L2 code “deeper reflection upon own cultural identity” also co-occurred with the L1 code 
“cultural differences” (for n = 14 students), with students reflecting upon their cultural 
identity by contrasting their preferences and behaviors with those of others from other 
cultures:  
“I am almost always punctual but many other people only show up 15 to 30 minutes later, 
which is really annoying for me because I have a fixed schedule and want to stick with it. 
Looking at time in this way is strongly embedded in the German culture, possibly coming 
from the big differences between the seasons regarding warmth and length of the days that 
require a lot of planning in advance. … Asians also tend to be more indirect in their 
communication, sending more discreet messages using body language and the context of the 
conversation (high-context cultures). In this respect, I behave more like Asians and I do have 
trouble with other Westerners who do not always understand what I want if I don’t tell them 
directly. This happened when I had write a lab report with a German friend on a weekend. She 
was asking me whether she could go home for the weekend. Although I didn’t want to prevent 
her from going home I would have liked her to stay to work together. So I tried to signal that I 
really needed her but she did not understand. A friend from Pakistan usually understands these 
signals much better.” (student 2) 
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In a similar way, the L2 code “deeper reflection upon own cultural identity” co-occurred with 
the L1 code “culture is one influence” (for n = 14 students). In this case, students reflected 
upon their own identity and preferences by differentiating how much of it has been shaped by 
their culture and to what extent other factors played a role: 
“Egyptian culture is an inevitable and unavoidable part of me. …. My efforts to step out of the 
prescribed lifestyle are continuous and strenuous. … However, despite my culture’s crucial 
role in my life so far, I would argue that my Egyptian background does not solely influence 
how I perceive my surroundings, but rather my collective experiences that have allowed me to 
shape a separate culture. Bearing this in mind, the relevance of my perception’s evolution can 
be acknowledged and evaluated to better understand who I am today.” (student 9) 
“In conclusion, in as much as culture shapes our personality and provides a sense of 
belonging, it does not necessarily direct as in a certain distinct way of viewing the world. … 
When we think about each individual’s background, everyone has unique cultural settings that 
surround them and most likely have affected them. Therefore, I feel that culture and its 
influences are way over-generalized. As from my own experience, I often find myself being 
caught in between different cultures and cannot identify with any one major culture. I have 
lived in Ethiopia, Ghana and now I am living in Germany and I can say that I have had three 
cultural experiences hence I do not blindly follow my own culture. I rather blend all the 
cultural experience I have had so far and make the best out of them by viewing the world from 
my own point of view.” (student 33) 
Overall, these co-occurrences have provided additional evidence for students’ ability to make 
connections between the course content and their own experience, as stated in the second 
learning objective.  
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Table 6.14. Co-occurrence of L1 and L2 codes  
Subcategories Number of participants 
referring to it (out of n=34) 
 L1 “culture influences how we feel, think, and act”  
+ L2 “reflect upon own thinking style” 
31 
L1 “culture influences how we feel, think, and act”  
+ L2 “deeper reflection upon own cultural identity” 
28 
L2 “deeper reflection upon own cultural identity” 
+ L1 “culture is learned” 
18 
L2 “deeper reflection upon own cultural identity” 
+ L1 “cultural differences” 
14 
L2 “deeper reflection upon own cultural identity” 
+ L1 “culture is one influence” 
14 
 
Finally, concerning learning objective 3, almost all students showed an understanding of the 
two principles and six practices of Personal Leadership (n = 32) and the majority was able to 
apply it to their own experience (n = 26). The latter ranges from illustrating how one applies 
certain practices such as cultivating stillness (e.g. through walking, music or meditation) to 
using the full process in critical moments, e.g. in conflicts occurring during multicultural 
group work. It seems that quite a few students were able to reflect upon Personal Leadership 
as a way of practicing intercultural competence, as shown by co-occurrences of PL-related 
codes with the L1 code “intercultural competence” (n = 17 for understanding PL; n = 10 for 
applying PL) and with the L2 code “critically reflect upon own intercultural competence” (n = 
5 for understanding PL; n = 8 for applying PL). The following quote offers one example of 
how students used what they have learned in the course to cope with challenges in 
intercultural encounters: 
“When I think of my first working group for a presentation here at Jacobs, we been two 
Germans, an African and an Asian (Chinese) person. This was quite tricky since the African 
person come some minutes late which made us all first in a bad mood, because we wanted to 
start and this is as a German kind of bad in a way since we saw it as disinterest and 
inappropriate. We did not really think about the fact that it is a cultural thing which is not to 
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seen in such a way, we already were aware of the fact that it wasn’t like we thought first but at 
the beginning here it was quite difficult to made a difference in relation to that. Another barrier 
were the group work it itself. It felt like we had to persuade the Asian person to take an 
exercise in the work, but just later we realized that it was obviously just gentle of her, while it 
felt like she did not want to, for us in the first moment. This were some problems I had to deal 
with at the beginning even when I had the intercultural training, which gave me a first hint on 
how to deal with such situations, but I think it just take a while to develop the skills, by now I 
don’t have a problem with this anymore I just catch myself thinking about a situation wrong 
when I am concentrated or stressed. This is also why I would say that the Intercultural 
Competence in Practice course has succeeded, since I feel more able and comfortable working 
with people of different cultures etc., the course really trained my abilities to do so every week 
of the second semester. It was also great to have such a course in the second semester since we 
all had experienced some things before then. A point that I also mentioned before in my 
assignments is that the workshops we had during the semester were very helpful, also to 
practice our knowledge and abilities in intercultural competence. The practice of the Critical 
Moment Dialog was one of the most helpful exercises of this course with I can really directly 
apply to my everyday life at Jacobs.” (22) 
To further explore the third learning objective and possible links between measures of 
intercultural competence and measures related to Personal Leadership, such as mindfulness, 
integrated self-knowledge, and emotion recognition and regulation, quantitative data from the 
related scales were analyzed. However, TMIC-S scores in the pre-test did not show any 
significant correlation to measures of mindfulness and integrated self-knowledge. Concerning 
emotional intelligence measures, TMIC-S scores in the pre-test were significantly correlated 
to the recognition facet of the Emotional Intelligence Scale (EIS; r = 0.4, p < 0.05) but not to 
its regulation facet or any of the facets of the Emotion Regulation Questionnaire (ERQ). 
Similarly, SFCQ scores in the pre-test were significantly correlated to the recognition facet of 
the Emotional Intelligence Scale (EIS; r = 0.45, p <0.01) and the Cognitive Appraisal facet of 
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the Emotion Regulation Questionnaire (ERQ; r = 0.41, p <0.05), but not to the ERQ’s 
Expressive Suppression facet, mindfulness, or integrated self-knowledge. Likewise, none of 
the post-test measures of intercultural competence showed any significant correlations to 
mindfulness or integrated self-knowledge. Concerning measures of emotional intelligence and 
regulation, TMIC-S scores of the post-test were significantly correlated to the recognition (r = 
0.36, p < 0.05) and regulation (r = 0.36, p < 0.05) facet of the EIS, while SFCQ scores of the 
post-test were only significantly correlated to the EIS recognition facet (r = 0.41, p < 0.05). 
Likewise, statistical tests to compare means over time failed to show any significant changes 
in measures of mindfulness, integrated self-knowledge or emotional intelligence.  
 
Additional evaluation items 
As mentioned in the methods section, the follow-up questionnaire included five additional 
items asking students to indicate their agreement with different statements about the course. 
These items have been constructed specifically for the evaluation of the course designed in 
this research. Table 6.15 shows the descriptive statistics for all five evaluation items for which 
n = 22 students provided data. Items were scored on a 7-point Likert scale and one item has 
been reverse coded. Reliability across items was good with Cronbach’s alpha = 0.898. Using 
a composite evaluation score with all items weighed equally, it can be concluded that on 
average students evaluated the course positively in the follow-up test (Mean = 5.48, SD = 
1.14).  
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Table 6.15. Descriptive statistics for evaluation items in the follow-up questionnaire 
Item  
(7-point Likert scale; 1=strongly disagree to 7=strongly agree) 
Mean SD Range 
Participating in the course helped me developing my intercultural 
competence. 
5.9 1.4 2-7 
After the course, I sometimes thought back to what I have learned in the 
course. 
5.4 1.5 2-7 
I can apply my learnings from the course to everyday life at Jacobs. 5.9 1.2 2-7 
By now, I forgot most of the things we have discussed or learned in this 
course. 
2.5 1.3 1-6 
I sometimes observe that I react or act differently based on what I have 
learned in this course.  
4.8 1.4 2-7 
 
Looking at the results shown in table 6.15, it seems that on average, students who filled in the 
follow-up questionnaire ten months after the course agreed that it helped their intercultural 
competence development. Students furthermore seemed to still remember what they had 
learned in the course and were able to apply it to their everyday life at Jacobs University 
Bremen. Finally, they seemed to be able to observe differences in their own behavior related 
to what they have learned from participating in the course “Intercultural Competence in 
Practice.” 
 
6.5. Discussion 
This section discusses findings of the summative evaluation, first focusing on students’ 
intercultural competence development throughout the course and beyond (RQ3.1), followed 
by addressing students’ attainment of the specific learning objectives of the course (RQ3.2). 
This section furthermore seeks to derive more general insights about using a mixed methods 
approach with direct and indirect evidence on students’ intercultural competence. It thereby 
adds to the emerging understanding of the strengths and weaknesses of different ways of 
measuring intercultural competence development and how they can complement each other. 
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Based on these insights, this chapter closes with discussing limitations and contributions of 
the summative evaluation of the course “Intercultural Competence in Practice”.  
 
6.5.1. RQ3.1: Students’ Intercultural Competence Development 
Concerning research question 3.1, the summative evaluation has found strong evidence for 
students’ development of intercultural competence from the beginning to end of the course, 
which seems to have remained stable over time. Thus, findings have offered support for 
hypothesis 1a and 1b. However, indirect evidence from the quantitative self-report seemed 
insufficient to prove positive impacts of the intervention on students’ intercultural competence 
(Deardorff, 2006, 2011, 2017). While such self-report instruments have frequently been used 
in pre- and post-testing to measure intercultural competence as an outcome of an intervention, 
it seems questionable to what extent they accurately reflect students’ intercultural competence 
development. It cannot be ruled out that results are at least partly influenced by other factors, 
such as social desirability or over-rating one’s intercultural competence.  
As presented above, the assessment plan therefore included qualitative methods as 
well, i.e. analysis of students’ reflective assignments, to enrich the quantitative findings and 
include more direct evidence of students’ intercultural competence development. After 
analyzing both types of data separately, qualitative findings were used to add more depth to 
the numbers on the scale and gain more insights into what students learned throughout the 
course. More specifically, quantitative and qualitative findings were merged with the purpose 
of complementarity, using qualitative results to enrich and illustrate quantitative results. 
Therefore, the following sections discuss qualitative findings to provide additional insights 
into students’ intercultural competence development. The first part of the discussion is 
structured along the conceptual framework of intercultural competence, distinguishing 
knowledge, attitudes, and skills (Deardorff, 2006) and intercultural practice (Schaetti et al., 
2009). An overview relating empirical findings to the conceptual framework is shown in table 
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6.16. Following the discussion of findings along the lines of the conceptual framework, 
subsequent sections seek to draw conclusions about students’ intercultural competence 
development throughout the course (addressing hypothesis 1a) and beyond (hypothesis 1b) as 
well as derive insights on the relationship to perceived self-efficacy (hypothesis 2).   
 
Table 6.16. Conceptual integration of empirical findings 
 SFCQ (D. C. Thomas et al., 2015) TMIC-S (Schnabel, Kelava, van de 
Vijver, et al., 2015) 
Knowledge 
(Deardorff, 2006; 
Schaetti et al., 
2009) 
Knowledge: 
- Culture-general 
- Culture-specific 
- Both 
Sensitivity in Communication: 
- Culture-general differences 
- Culture-specific differences 
Attitudes 
(Deardorff, 2006) 
Metacognition: 
- Awareness of cultural context 
 
Cultural Identity Reflection: 
- Cultural self-awareness 
Information-Seeking: 
- Curiosity/discovery 
Skills 
(Deardorff, 2006) 
Skills: 
- Ability to relate 
- Empathy 
- Perceptual Acuity 
- Tolerating uncertainty 
- Adaptability 
Metacognition: 
- Analysis of cultural context 
Socializing: 
- Ability to relate  
Sensitivity in Communication: 
- Adaptability 
Mediation of Interests & Goal-
Setting: 
- Listen, observe, interpret 
- Flexibility 
- Adaptability 
Intercultural 
Practice  
(Schaetti et al., 
2009) 
Metacognition: 
- Analysis of cultural context 
- Planning of action 
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Intercultural competence: Knowledge 
Following the definition of the knowledge dimension of the SFCQ, a distinction has been 
made between culture-general and culture-specific knowledge, similar to the 
conceptualization offered by Schaetti et al. (2008, 2009). Qualitative findings offered 
evidence that students gained both, culture-general and culture-specific knowledge. However, 
there was quite some variety in the complexity of that knowledge, ranging from anecdotal 
descriptions of cultural differences to more systematic and critical discussions of such 
differences. While some students progressed from low to medium or medium to high levels of 
complexity, others stayed at a rather basic level concerning the complexity of their 
intercultural knowledge.  
 In the TMIC-S, none of the dimensions exclusively focuses on knowledge-related 
aspects of intercultural competence. Yet, within the dimension ‘sensitivity in communication’, 
data-driven subcategories included awareness of differences in verbal and nonverbal behavior 
as well as knowledge about strategies for sensitive and successful intercultural 
communication. Both of these subcategories can be related to Deardorff’s (2006) knowledge 
dimension, providing evidence for students’ gains in culture-general knowledge about the 
specifics of intercultural communication.   
  
Intercultural competence: Attitudes 
Within the SFCQ, the metacognition dimension entails awareness of cultural context, analysis 
of cultural context, and planning one’s interactions with culturally different others. The aspect 
of awareness of cultural context can be related to cultural awareness in Deardorff’s (2006) 
model, with qualitative findings suggesting that almost all students showed evidence of such 
awareness. Cultural awareness is also covered in the TMIC-S dimension ‘cultural identity 
reflection’ which focuses on cultural self-awareness. As presented in the results section, 
analysis of qualitative data revealed strong evidence for ‘cultural identity reflection’, showing 
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that most students demonstrated evidence of increasingly deeper levels of cultural self-
awareness. While the large amount of segments pertaining to ‘cultural identity reflection’ 
might partly be related to the nature of the reflective assignments and their writing prompts, 
the finding of increasingly deeper cultural self-awareness has offered additional support for 
students’ progress in that regard. 
 Furthermore, the TMIC-S dimension ‘information-seeking’ can be related to 
Deardorff’s (2006) aspect of curiosity/discovery. Qualitative findings on that dimension have 
revealed students’ specific strategies of learning about other cultures, ranging from using the 
Internet, books, or movies, to seeking intercultural contact and experiences, for example on 
campus or through travel. 
 
Intercultural competence: Skills 
For the skills dimension of the SFCQ, findings have revealed evidence for all five skills 
captured in the SFCQ, i.e. relational skills, tolerating ambiguity, empathy, adaptability, and 
perceptual acuity. Students’ reflective assignments offered more specific examples of 
different aspects of these more abstract skills. Concerning tolerating ambiguity, for example, 
students discussed increasingly feeling able to accept cultural differences without judging 
them based on their own standards and without feeling offended if others do things 
differently. Likewise, for adaptability, qualitative findings included specific examples of how 
students adapted their behavior in intercultural encounters, including making more eye 
contact to appear approachable, adapting to the communication style of the interaction 
partner, or being sensitive to differences in personal space preferences or emotional 
expressiveness. Overall, qualitative findings served to add more details on how students 
reflected on their intercultural skills and progress in developing them further. However, it is 
important to keep in mind that there probably would have been more appropriate ways of 
assessing skills development than reflective assignments. While it was possible to identify 
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some evidence in the materials sampled from students’ reflective assignments, observation 
might have offered more comprehensive and direct insights into how students practice and 
develop intercultural skills such as empathy or adaptability.  
Likewise, TMIC-S dimensions which can be related to the skills dimension in 
Deardorff’s (2006) model offered comparatively less evidence for specific skills linked to 
‘mediation of interests’, ‘goal setting’ or ‘sensitivity in communication’. Despite the lower 
number of text segments pertaining to those dimensions, it nevertheless was possible to 
identify some evidence that students reflected upon their adaptability to different 
communication styles and ability to mediate between different interests. This entails being 
able to listen, observe, and analyze in intercultural interactions, an aspect that is also captured 
in the SFCQ dimension metacognition and its subcategory of analysis of cultural context. 
Most students demonstrated evidence for analysis of cultural context, therefore reinforcing the 
finding of having made some progress with regard to intercultural skills. 
 
Intercultural competence: Intercultural practice 
The notion of intercultural practice put forward by Schaetti et al. (2009) is mainly captured in 
the metacognition dimension of the SFCQ. While it could be related to intercultural skills, it is 
less concerned with specific intercultural skills but rather with the question of how to transfer 
one’s knowledge and motivation into practice through self-reflection. The SFCQ dimension 
metacognition includes awareness of cultural context (attitudes), analysis of cultural context 
(skills, intercultural practice), and planning one’s interactions with culturally different others 
(intercultural practice). While qualitative findings have suggested that almost all students 
showed evidence of awareness and analysis of cultural context, about half of the students 
displayed evidence of planning in the reflective assignments Overall, qualitative findings 
demonstrating students’ ability to analyze cultural contexts and plan how to succeed in 
intercultural encounters can be seen as evidence on their development of some level of an 
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intercultural practice, as covered in the Personal Leadership model of intercultural 
competence (Schaetti et al., 2009). 
 
First conclusions on students’ intercultural competence development (H1a).  
Overall, quantitative and qualitative findings have offered evidence in support of hypothesis 
1a, demonstrating that students made progress in intercultural competence as captured by the 
TMIC-S and SFCQ. Quantitative analysis has revealed a significant increase for both scales 
from pre- to post-test, suggesting students made gains in intercultural competence as 
measured by each test. Qualitative findings have offered additional insights into what students 
have learned within the specific dimensions covered by these scales. However, in conceptual 
terms, these predominantly align with Deardorff’s (2006) Pyramid Model of Intercultural 
Competence, focusing on aspects of intercultural competence rather than its development over 
time.  
In chapter 2.3, the Developmental Model of Intercultural Sensitivity (DMIS) has been 
presented to complement the conceptual framework of intercultural competence for this 
dissertation. As the related assessment tool, the Intercultural Development Inventory (IDI) 
could not be used in the assessment plan9, the DMIS has mainly served to inform the design 
process. Coding of qualitative data from students’ reflective papers was based on the 
dimensions of the two scales used to measure intercultural competence. Thus, the data was 
not explicitly coded with regard to the DMIS. However, reviewing the evidence emerging 
from the qualitative analysis might support interpreting the findings as demonstrating that 
students have progressed to acceptance and adaptation. Overall, there was strong evidence 
that students were increasingly aware of cultural differences (SFCQ_metacognition: 
awareness), able to identify and describe them (SFCQ_knowledge, SFCQ_metacognition: 
                                                          
9 In addition to a per test fee, the IDI requires completion of a cost-intensive qualifying seminar as it is only 
allowed to be administered by licensed individuals. Thus, it was considered to neither be suited nor feasible for 
use in a doctoral research project.   
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analysis), and reflecting upon how to adapt to culturally different others 
(SFCQ_metacognition: planning, SFCQ_skills: adaptability; TMIC-S: sensitivity in 
communication). Furthermore, evidence supported that students adopted a more 
ethnorelativist view, as shown in their increasingly deeper levels of ‘cultural identity 
reflection’ (TMIC-S), but also other aspects such as ‘sensitivity in communication’ (TMIC-S). 
All of these aspects could be interpreted as supporting that the majority of students attained 
acceptance and adaptation stages within the DMIS. Generally, both quantitative and 
qualitative evidence supported hypothesis 1a, offering insights into students’ intercultural 
competence development throughout the course.  
 
A closer look at diverging cases 
As described above, in the second step of merging qualitative and quantitative data, 
qualitative findings were quantified and displayed in a matrix with the quantitative results for 
each student to explore if findings from both types of data converge or diverge. A first look at 
the matrix has revealed diverging cases of students whose quantitative scores suggested a 
stronger progress in intercultural competence than the evidence from their reflective papers 
would support. This is in line with previous research demonstrating that students might 
overestimate their intercultural competence on self-report measures (Bloom & Miranda, 2015; 
Jackson, 2015b). At the same time, this research included cases of students where the 
mismatch works the other way around. Those students showed stagnating or decreasing scores 
on the quantitative scales while demonstrating strong evidence for various aspects of 
intercultural competence across their reflective papers. This supports previous findings from a 
mixed methods study by Schartner (2016) who found a similar pattern.  
Generally, this research has contributed to the emerging understanding of how 
findings from mixed methods studies can be integrated to obtain a more detailed picture of 
students’ intercultural competence development. In contrast to most prior research, this 
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research project went a step further, displaying findings for each student individually in a 
matrix. This matrix has allowed to identify diverging cases among the group of students 
participating in the course and the evaluation research. While more systematic analysis is 
needed to fully take advantage of this matrix, it could offer preliminary evidence for two 
possible patterns for diverging cases. One pattern seemed to confirm the skepticism about 
how well self-report scales can capture intercultural competence (cf. e.g. Deardorff, 2006), 
showing that some students scored higher on those scales than analysis of their reflective 
papers would support. As the latter offered more direct evidence of students’ intercultural 
learning, it seems that those students overestimated their intercultural competence. This might 
be explained by social desirability and heightened awareness of which answers could be the 
more competent ones. However, students’ scores might as well reflect their perceived 
intercultural competence which could be lower than their actual competence as indicated in 
their reflective papers. A possible explanation to be explored in future research could be that 
students who progressed from low to medium levels of intercultural competence experienced 
a boost in knowledge and perceived self-efficacy and therefore felt more – or overly – 
confident in their intercultural competence.  
In contrast, the opposite pattern has been exhibited by cases of students who showed 
strong evidence for progressing to high levels of intercultural competence in their reflective 
papers, but stagnated or even decreased in scores on self-report scales. A possible explanation 
could be that in contrast to their counterparts experiencing a boost in confidence, they might 
have started out with a lot of confidence, only to realize how much more there is to learn. This 
is illustrated in the following quote by one student for whom qualitative findings have 
suggested stronger intercultural competence development than the quantitative results would 
suggest: 
“Coming from multicultural environment too, I thought I was very prepared for Jacobs; but 
little did I know. Africa has a lot of countries with different cultures, however, there are some 
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similarities among these cultures. It is worth knowing the African cultures differ a lot from the 
Western ones. I never took time to inform myself about Western cultures till I came here, and 
certain things I saw in my first two weeks still give me questions in my head.” (student 15) 
Similarly, the following student has reflected upon his learning process: 
“Having grown up in an internally segregated country like Egypt, I acknowledged how distinct 
outlooks can be and how a culture is not determined only by the country of origin, but by 
religion, family, financial status and much more. The aforementioned ideological conflicts I 
witnessed on a daily basis through discussions at school, arguments in local cafes, or fistfights 
in the street all highlighted how relative culture is. Nothing can really be set in stone and 
adaptability is crucial for peace. For a long time, I stuck to what I know and found solace in 
the familiarity. Stepping out of my comfort zone and acknowledging the possibility that my 
approach towards life, values and beliefs required enormous emotional and mental flexibility, 
which until now leaves me more confounded than I would ever want to be. This irreparable 
and unresolvable confusion, however, places me in a grey area where I no longer feel the need 
to adopt an identity but can reconstruct a new understanding of myself. There are infinite 
cultures out there that surpass the established confinement of countries. Beauty and admirable 
traits can be found in all of them and realizing that we can pick and choose the pieces that 
stand out to us is the only culture I can identify with.” (student 9) 
While more research is needed to further explore this assumption, one could argue that 
students like the ones quoted above increasingly understood the complexity of intercultural 
competence and realized that its development is a lifelong process. They might have become 
more skeptical of their own competence when answering the post-test, therefore stagnating or 
scoring lower compared to the pre-test where they might have been more confident and less 
critically reflective about their intercultural competence. Within the conceptual framework of 
the DMIS, one could argue that students who have progressed to acceptance might tend to 
over-estimate their intercultural competence, fueled by the shift to a more positive perception 
of cultural differences and curiosity about other cultures. In contrast, as students have made 
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the shift to adaptation, they might initially tend to be more self-aware and critical about their 
intercultural competence. Development within adaptation might also involve times of 
heightened anxiety or uncertainty of being aware of fundamental cultural differences but 
unsure how to interact both effectively and appropriately.  
Overall, these preliminary insights have reinforced claims by Deardorff (2011, 2017) 
that intercultural competence assessment should combine direct and indirect evidence. While 
this distinction is not synonymous with qualitative and quantitative methods, using a mixed 
methods design might enable a good balance of depth and breadth as well as integrating 
indirect and direct evidence. As demonstrated in this chapter, an assessment plan that uses a 
mixed methods approach and integrates both direct and indirect evidence for students’ 
intercultural learning can offer richer and broader insights into something as complex as 
students’ intercultural competence development. Furthermore, the preliminary insights from 
merging quantitative and qualitative findings in a matrix that displays each student’s results 
has offered starting points for further research. Thus, a contribution of this research is 
providing ideas for further research on how to implement mixed methods assessment of 
intercultural competence. Insights from merging qualitative and quantitative findings might 
also help to improve self-report scales. Such self-report scales tend to be very appealing to 
higher education instructors as they are relatively easy to administer and more feasible for 
larger courses than analyzing reflective papers. Yet, future research should explore further 
how results from such scales could be interpreted, possibly with complementary direct 
evidence from students’ learning process. One question emerging from the findings of this 
research is whether a significant increase on self-report scales really supports the hypothesis 
of a positive impact of the intervention on intercultural competence – or if stagnation or 
decreases in scores would rather support the hypothesis that students made progress and thus 
became more self-critical of their own intercultural competence.  
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Intercultural competence development beyond the course (H1b) 
Results from the quantitative analysis offer evidence that there was no significant decrease of 
intercultural competence scores on either of the scales ten months after the course. This 
finding generally supports hypothesis 1b. However, there has also not been any significant 
increase in students’ intercultural competence scores from the post-test to follow-up. On the 
one hand, one could argue that this speaks in favor of interventions like the elective course as 
it seems that students did not progress further without structured learning activities and guided 
self-reflection. On the other hand, this might as well imply that the elective course presented 
in this dissertation did not sufficiently spark independent intercultural learning after the 
course. Another possible explanation for the lack of progress could be that students already 
reached relatively high scores on both scales, leading to some sort of ceiling effect. Likewise, 
students might feel more hesitant to tick the highest number on the scale, possibly due to 
heightened awareness that intercultural competence is a lifelong learning process and more 
critical evaluation of their own intercultural competence as exemplified in the following quote 
from one of the interviews with students after the course: 
“I think I'm taking away definitely a better understanding of how little I actually know. 
Because before this class like I had done a like three-day intercultural competence training 
before my exchange year and then the intercultural training in o-week and I was like, I think I 
know stuff. But then throughout this course I was like, I do know some things, but I really 
don't know a lot of things. And especially with the accepting ambiguity or embracing 
ambiguity in the Personal Leadership, I think one of the biggest things I have come to realize 
is that I am not going to know everything. And that I can use other parts of what I have learned 
to try to make that ok and not cause problems with it.”  
While more research is needed to explore such explanations, the results generally support 
hypothesis 1b that students’ gains in intercultural competence were stable until ten months 
after the course.  
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Intercultural competence and perceived self-efficacy (H2) 
Quantitative findings furthermore support hypothesis 2, showing that perceived self-efficacy 
was positively and significantly correlated to both measures of intercultural competence at all 
three points in time. Interestingly, the correlation between measures of intercultural 
competence and perceived self-efficacy was about as strong as between the two measures of 
intercultural competence. As presented before, other researchers have already discussed how 
intercultural competence and self-efficacy might be related. Individuals with higher perceived 
self-efficacy might be more likely to seek intercultural contact, experience less anxiety about 
it and find it easier to experiment with new behavior. Likewise, each successful intercultural 
encounter might boost perceived self-efficacy which in turn might make it more likely to seek 
such encounters in the future and succeed in them. (Briones et al., 2009; Milstein, 2005; J. 
Wilson et al., 2013; Yashima, 2010)  
The strong correlation between measures of perceived self-efficacy and intercultural 
competence found in this research raises the question to what extent perceived self-efficacy 
might be a component of intercultural competence rather than a related construct. However, 
the small sample in this research did not allow for more elaborate testing or modelling which 
furthermore is beyond the focus of the summative evaluation. Nevertheless, the strong 
correlation between the two is an interesting observation which future research could 
investigate further to explore if perceived self-efficacy should possibly become part of scales 
to measure intercultural competence. 
 
6.5.2. RQ3.2: Achievement of Learning Objectives  
While research question 3.1 focused more generally on students’ intercultural competence 
development, research question 3.2 addressed the achievement of the specific learning 
objectives of the course. Overall, qualitative findings suggested that students have achieved 
the three learning objectives of the course, demonstrating an in-depth understanding of how 
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culture influences how we feel, think, and act, an ability to link that to their own experience, 
and being familiar with the Personal Leadership methodology.   
 Analyzing selected material from students’ reflective assignments allowed to check for 
evidence on achievement of the three learning objectives and enabled a deeper understanding 
of what exactly students learned regarding those overall objectives. The first learning 
objective has stated that students should develop an in-depth understanding of how culture 
influences how we feel, think, and act. While all students demonstrated evidence for 
achieving that learning objective, themes that emerged inductively from the data allowed for 
deeper insights into what students learned more specifically about the concept of culture and 
its influence on us. Students did not only gain a general understanding of how culture shapes 
our perception and interpretation, but also acquired more specific knowledge on cultural 
differences in thinking styles, values, preferences, and what is considered appropriate 
behavior. Furthermore, students gained a better understanding of specifics of intercultural 
communication, such as differences in verbal and nonverbal communication. At the same 
time, students seem to have acquired a deeper understanding of the concept of culture, 
including recognizing its complexity and limits. Examples of that include students discussing 
a broad understanding of culture beyond national culture as well as them expressing 
awareness that culture is one of many influences on our perception, interpretation, and 
behavior which also are shaped by personal and situational factors.  
 Likewise, all students showed evidence for the second learning objective of being able 
to link such knowledge to their own experience. Again, data-driven subcategories allow for 
deeper insights into the connections students made between the course content and their own 
experience. As already discussed when addressing research question 3.1, students reflected a 
lot upon their own cultural identity. In addition, findings on achievement of the second 
learning objective suggested that students reflected upon their thinking style, intercultural 
competence, and communication style preferences and to what extent these are shaped by 
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their cultural identities. Results from the analysis of co-occurring codes further supported the 
finding that students were able to create meaningful connections between the course content 
and their own experience. 
 Finally, almost all students showed an understanding of the principles and practices of 
Personal Leadership and most of them seemed abled to apply it to their own experience. Thus, 
there was evidence that students achieved the third learning objective. Again, inductively 
emerging subcategories added insights on how students applied their understanding of 
Personal Leadership to their own lives, such as when cultivating stillness through different 
activities (e.g. walking or meditation) or using the full reflection process in critical moments. 
Analysis of co-occurring codes showed that Personal Leadership-related codes tended to co-
occur with codes related to understanding intercultural competence and critically reflecting 
upon one’s own intercultural competence. Thus, it seems that Personal Leadership offered at 
least some students a way of practicing intercultural competence. Generally, there were no 
noteworthy results from the scales used to measure variables that might reflect Personal 
Leadership-related factors such as mindfulness, self-knowledge, or emotional intelligence. 
However, findings from the qualitative analysis of students’ reflective assignments supported 
that students gained an understanding of Personal Leadership, were able to apply it to their 
experience and use it to practice intercultural competence in critical moments.  
 Overall, it can be concluded that qualitative findings have offered strong evidence 
supporting that students achieved the three learning objectives of the course. Therefore, it 
seems that the course was effective in achieving its aims and supporting students in gaining a 
deeper understanding of culture, connecting their knowledge to their own experience, and 
becoming familiar with Personal Leadership as one tool for practicing intercultural 
competence through self-reflection. As writing prompts guided what students reflected on, 
one could conclude that the course content, readings, and writing prompts aligned well with 
the course’s learning objectives. However, it also has to be kept in mind that the analysis used 
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a data-reductive approach, explicitly coding along the lines of the learning objectives and not 
exploring any additional topics that could have emerged from the data. This approach has 
been chosen to manage the vast amount of data, but it also means that the richness of the data 
was not fully exploited. It furthermore points to a general challenge when integrating 
reflective assignments as a learning and assessment tool. As demonstrated in this chapter, it 
was necessary to find a feasible approach to analyzing data sampled from the reflective 
assignments. Instructors of regular university courses might not even have the time and 
resources that were available in this doctoral research project. However, this does not mean 
they should skip the use of reflective assignments as an assessment tool altogether. Instead, 
they might want to opt for an even more reductive approach which has been described in a 
shorter publication on this research in a case study collection by Deardorff and Arasaratnam-
Smith (Binder, 2017). In that publication, Binder (2017) suggested that instructors simply tick 
off evidence for any of their learning objectives as they read through the assignments as part 
of their regular grading procedure. This could allow to create a more simplified overview of 
evidence supporting the achievement of learning objectives for each student in the course and 
can add to the overall assessment of their progress, albeit in a form that boils the richness of 
the reflective papers down to its essential core.  
 
6.5.3. Limitations  
The discussion so far has already addressed some limitations of the summative evaluation 
presented in this chapter. In addition, there were more general limitations that need to be 
acknowledged and addressed before drawing conclusions about the contributions of the 
summative evaluation. A major limitation of this research was the lack of a control group. 
While I was able to collect data from a small convenience control group sample at the end of 
the course, this data could only be matched to baseline data (i.e. the time when data were 
collected for the course design) as data collection at the time of the pre-test suffered from a 
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very low response rate among the potential control group. Regardless of that challenge, a 
preliminary analysis of data from the control group showed that on average, their intercultural 
competence scores at t2 (i.e. the end of the course) were lower than those of the course 
participants at t1 (i.e. the start of the course). Thus, there seems to be a risk of self-selection 
into the course, supporting the assumption that those who elect such a course already have a 
certain level of intercultural competence. However, this limitation mainly concerned the 
quantitative findings which in turn is even more reason to use a mixed methods design in 
which qualitative data offer deeper insights into students’ learning.  
 Another limitation was the small sample size as the sample for the summative 
evaluation was naturally limited to the students who enrolled in the course. Again, this 
limitation mainly concerned the quantitative part of the summative evaluation as it restricted 
the options for statistical analysis. Concerning the qualitative part of the evaluation, an aspect 
to keep in mind is that data was selected from reflective assignments, thereby using material 
that was influenced by the writing prompts asking students to reflect upon certain topics. In 
addition, as mentioned before, it was not possible to analyze all the material from the 
reflective assignments in depth and make full use of the richness of the data.  
 Another limitation inherent in the assessment plan of this course has already been 
addressed above. Despite agreement that intercultural competence entails attitudes, 
knowledge, and skills, the latter has received least attention in empirical research and might 
be the most difficult to measure (Van de Vijver & Leung, 2009). As discussed above, the 
assessment plan included indirect evidence from self-report scales as well as direct evidence 
from analysis of students’ reflective assignments. These measurement tools complemented 
each other to provide insights into students’ intercultural competence development and 
achievement of learning objectives. However, they could only offer limited insights into 
students’ skills development, an aspect for which observations might have been more suited. 
Likewise, the assessment plan did not include a multi-perspective approach. Such an approach 
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has been suggested as intercultural competence does not only reside in the individual but 
manifests itself in interaction. Therefore, it is assumed that assessment of intercultural 
competence is enriched further by capturing the interaction partner’s perspective as well 
(Deardorff, 2011; Fantini, 2009; Klafehn, Li, & Chiu, 2013). Hiller and Wozniak (2009) have 
offered an example of how to include observation and a multi-perspective approach. In their 
publication, they describe a simulation role-play called Archivum 2060 that serves as a 
learning activity and assessment tool at the same time, allowing to observe and assess two 
selected skills (behavioral flexibility, empathy) using a peer-assessment approach (Hiller & 
Wozniak, 2009). On might consider it a limitation of the assessment plan used for the 
summative evaluation of this course that it did not explicitly focus on skills nor follow the 
example of Hiller and Wozniak (2009) for using observation of students’ performance in a 
simulation role play to assess skills such as empathy. However, developing or adapting and 
implementing such a learning and assessment tool for one’s target group and learning goals 
would have required time and resources that were beyond the scope of this dissertation. 
Furthermore, the learning outcomes of the course evaluated in this chapter did not explicitly 
focus on skills and thus, other assessment methods were given priority when designing the 
assessment plan. Within the scope of this research, analysis of reflective papers seemed more 
appropriate for a course that focuses on supporting student in developing a deeper 
understanding of their own culture and that of others through critical reflection on own 
experiences and how to link them to course content.  
 
6.6. Concluding Remarks 
This chapter concludes the six-step process of evidence-based design described by Stephan 
and Stephan (2013) by presenting the summative evaluation. Overall, the summative 
evaluation has shown that the course was effective in promoting students’ intercultural 
competence development and in achieving its specific learning objectives. Thus, both the 
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formative evaluation presented in the previous chapter and the summative evaluation 
presented in this chapter have supported the course design resulting from the evidence-based 
design process. The evaluation stage furthermore revealed valuable insights on how to 
improve future courses on intercultural competence at Jacobs University and beyond. While 
the learning goals and associated course content were specific to the target group and its 
context, other higher education institutions can benefit from this research as well. As 
discussed in the previous chapter, this research has demonstrated how to use an evidence-
based approach to designing and evaluating intercultural learning interventions. It furthermore 
has offered insights into the potential benefits of integrating peer-led experiential sessions and 
using reflective assignments, both as a learning and assessment tool.  
As demonstrated in this chapter, reflective assignments could make an important 
contribution to the assessment plan for measuring students’ intercultural competence 
development. Overall, the summative evaluation presented in this chapter has offered an 
example for higher education instructors on how to create an assessment plan that is based on 
a clear concept of intercultural competence and specific learning goals. It has demonstrated 
how reflective assignments can be used to add direct evidence of students’ intercultural 
learning to enrich insights from frequently used quantitative self-report scales in pre-/post-test 
designs. As a practical contribution, this included ideas on how to make the use of reflective 
assignments as an assessment tool feasible for regular university course which might not 
benefit from the same resources as a doctoral research project.  
On a more theoretical level, this summative evaluation has made another contribution 
beyond the immediate context of the course evaluated in this chapter. By demonstrating how 
to integrate quantitative and qualitative findings in a mixed methods evaluation study, this 
research has added to the field of mixed methods research as researchers often fail to fully 
exploit the potential for mixing (Plano Clark et al., 2010). On the one hand, this chapter has 
offered an example of how to mix quantitative and qualitative data with the purpose of 
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complementarity and triangulation (Johnson et al., 2007). Mixing for complementarity was 
done when using qualitative findings from the analysis of reflective assignments to enrich and 
illustrate quantitative results on students’ intercultural competence development. Mixing with 
the purpose of triangulation has been done when creating a matrix that displays individual 
results for each student, drawing upon quantitative and qualitative findings to see if results 
converge or diverge. On the other hand, this chapter has shown how to not only mix in the 
discussion by jointly discussing overall findings, but how to create joint displays of results 
and how to quantify qualitative data for joint display in a matrix (Kuckartz, 2014; Plano Clark 
et al., 2010). As discussed above, it was beyond the scope of this research to proceed to using 
transformed data for further statistical analysis. However, this could be done in future work 
with the existing data set. It can also serve as inspiration to others who might opt to take a 
similar approach and thereby not only gain deeper insights into students’ intercultural 
competence development but also into the potential use and interpretation of existing scales 
and assessment tools. Thereby, this evaluation study and future research can make important 
contributions to the development of reliable and valid scales to measure intercultural 
competence.  
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Table 6.17. Quantifying qualitative data on SFCQ dimensions  
 
SFCQ dimension Elements of the 
definition / 
subcategories 
Number of 
participants 
referring to it 
(out of N=34) 
Qualitative data examples and/or definitions 
(numbers in brackets indicate participant number) 
Knowledge  32  
Defined as:  
“culture-specific and 
culture-general 
knowledge, including 
recognizing the 
existence of other 
culture, knowledge of 
cultural differences, and 
complexity of that 
knowledge” 
Culture-general 
knowledge 
8 “I also take group work serious and sometimes had to discover that I was the only person with such an 
attitude. Some people were never showing off for any meeting and submitted their part often only minutes 
before the deadline. Many times I couldn’t understand why they were so frivolous and unconcerned but I 
also felt that I couldn’t say anything against it because I never had to be clear or direct before and therefore 
I never learned how to express myself and my concerns in such a way that the other person could 
understand my situation. In the beginning, I felt really impolite when being more direct but then I realized 
that some people felt different about it and were perhaps thankful for such a clear statement. At this 
moment, I felt for the first time that my culture really influenced my life and that it was really difficult for 
me to overcome this kind of barrier I was used to for the major time of my life. From the last reading task, I 
learned that it might be better if I would have tried to communicate in their way which was probably the 
more direct communication in this case. Perhaps the group work would have worked out better if I had told 
them what disturbed me. They perhaps assumed that I would have told them if there had been any problem 
for me.” (17) 
Culture-specific 
knowledge  
13 “During the first semester at Jacobs, I would notice certain behaviors amongst other individuals, which 
according to my standards were weird or annoying. However, I left it at that, and never tried to understand 
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why they did that or acted that way, but now after taking this course, I have a deeper understanding of 
people’s behaviors and actions, and try to think of whether the action is resulting from their own culture or 
the way they were brought up. An example would be this, one of my Chinese friends, whenever she wanted 
something from me, or even if she wanted to hang out, would have a very indirect manner of conveying the 
message to me, which would annoy me a lot. I would always get frustrated at why she just couldn’t be 
direct and ask me what she wants to do, so it’s more clear to me. However, after taking this course, I 
learned that indirect speech is a part of Asian cultures, and that Asians often think they are being polite 
when using indirect speech, therefore with this understanding that I gained from this course, I learned to 
compromise with this behavior of my friends, as I knew the reason behind such behavior.” (31) 
Both 11 “In collectivist societies, it is very rude and unfathomable to point out someone’s errors in his/her presence 
or to directly criticize someone, as they would think that they are “losing face”. However, in individualistic 
societies, discussing someone’s mistake or pointing out someone’s fault (without snide comments) can be 
slightly more encouraged. As I have mentioned I identify with Taiwanese culture the most, yet some 
individualistic traits have slipped through and planted themselves through my experiences in international 
schools. As a result, I want to point out and correct other people’s mistakes when I see them, yet I do not 
want to do it bluntly that would cause them to “lose face”. Therefore, when I come across the British way of 
commenting, I immediately adopt them as they seem to be a possible outlet of balancing my collectivistic 
and individualistic identities. British criticisms allow me to express what I really think (but of course only if 
one understands it), while not being so direct as to hurt the other person’s feelings.” (participant 4) 
Complexity of 
knowledge 
 Description of each level based on the data 
Basic 12 Basic complexity of knowledge entails anecdotal descriptions of cultural differences 
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Basic – medium  10  
Medium 8 Medium complexity of knowledge includes systematic descriptions of cultural differences, e.g. using 
terminology of cultural dimensions, values, and communication styles (such as direct vs. indirect) 
Medium – high  2  
High  0 High complexity of knowledge entails systematic descriptions and critical reflection of cultural differences, 
e.g. not only accepting differences but also reflecting upon how to engage with them  
Skills  26  
includes relational 
skills, tolerance of 
uncertainty, 
adaptability, empathy, 
perceptual acuity 
Relational skills 11 Ranges from generally appreciating meeting different people and learning about each other’s culture and 
language, to getting to know people on a deeper level (learning about what makes them unique, what 
connects them): 
“For me intercultural competence is all about talking and listening, to each and every person you can, and 
always working to remember that culture isn’t something that can be summed up in a sentence and that it is 
unique to every person out there, so I should just embrace that I cannot define it or explain it and just listen 
as others try to share their cultures too, because here, among all these international students, there is no end 
to what I can learn.” (participant 11) 
“Right from O-week, I was very happy about the talks we could have with each other about our countries 
that are so far away from each other but have so many things in common. For instance, a lot of the people I 
talked to come from tropical countries like me, but from different continents, like Africa. It was really nice 
being able to relate to each other about how it’s so strange that the sun is infrequent in Bremen and how we 
can always take it for granted back home and often base our days’ activities around staying out of the heat. 
This again ties in to the impact of geography on the development of cultures; in this case Ethiopian and 
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Indian cultures. It was equally interesting then to talk to other German students and have them explain the 
weather that they are accustomed to and how they consciously try to get as much sunlight as possible, 
especially in the winter. These were just some of the examples of the different cultures I got to learn about 
straight after coming here, and I think that this is quite a rare experience to have. I don’t think it would be 
possible to talk so openly about our diverse cultures and how they affect our day-to-day lives in any other 
setting. Wanting to know about other people’s cultural backgrounds, or range of cultural backgrounds, and 
wanting to share mine with them as well, was the driving force in many interactions that I had with people 
in the first few weeks, and really was the starting point for a lot of friendships made thereafter.” (participant 
32) 
Tolerance of 
uncertainty 
13 Includes students reflecting upon how to accept that things are not done their way, be more relaxed about 
these differences, try to respect them and see why another person is behaving differently instead of judging 
based on own standards and feeling offended: 
“I do not think that I am however, at the point where I am done learning though because there are so many 
things more to discover and understand and so many more habits and customs to get used to. But it is 
definitely comforting to know that whatever comes my way in terms of new phenomenon’s and values, I 
will be ready to look at them with a neutral and empathetic instead of a biased and narrow eye and if not 
adapt to certain customs then at least be respectful to them.” (participant 10) 
“In order to embrace ambiguity, I want to work to relinquish the leadership and planning role that I often 
take on when doing anything with my friends and allow myself to just go along and not know everything 
that will happen and just enjoy and be okay with that. This is, of course, a very small step, but I think it is a 
good first step to help lead me towards embracing ambiguity in larger and more dramatic ways in my life as 
well.” (11) 
“Attending to judgment reminds me that in an intercultural setting one can never be sure of a reason for the 
other’s behavior if they come from different cultures. This is due to the fact that some actions that are polite 
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for me might be thought of as rude by others. Therefore I really want to implement attending to judgment as 
I have to think first of all that if I am offended by somebody else’s actions or words they might not have 
intended it like this. For instance I would abstain from judgment if somebody wears clothes that I consider 
not that normal and are rather weird to me. This could be because his or her parents insisted on them 
wearing this or because this style is fashionable in his or her country.” (16) 
Adaptability 10 In differing degrees of detail discussing in which ways they adapt their behavior, e.g. not liking eye contact 
but trying to do more to appear more approachable, or adapt communication style to interaction partner, or 
try different behaviors, one very detailed example: 
“I would smile at people without even knowing their names, just to make them feel less lonely in a 
completely new environment for them, hoping they would do the same for me. I would say hi and ask how 
people’s days had been after having talked to them only once. For some people it worked, and they would 
smile back or ask how my day had been as well. For others, not as well as I thought. These individuals 
would not smile back at all and would answer very shortly (and some of them still do). So while the friendly 
approach influenced by my culture which I used to get close to people worked for some, it had no effect for 
others. I had to find new ways of interacting with them, smiling less and not invading their personal space 
by hugging and being over-friendly, but asking casual questions about whether they had liked their classes. 
The result: it worked! And now I am friends and can freely talk to people whom I initially disliked for being 
cold, impolite or arrogant and didn’t think I would ever talk to during my first days here.” (30) 
Empathy 11 Taking perspective, putting oneself in the other person’s shoes:  
“Most of the times, whenever someone sees things differently from me, I used to think there was something 
wrong with them, but rather there was something wrong with me for not putting myself in their shoes and 
seeing things from their perspectives.” (15) 
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“Another important aspect that cannot be stressed enough when it comes to being intercultural competent is 
being empathic. That is something I learned through the workshops and specially through the introduction 
of the concept of personal leadership. It is impossible to completely get rid of your own cultural shaped 
glasses. … Through intercultural competence we cannot get rid of these glasses in my perspective because 
the influence on your way of thinking in your first years as a child cannot be made undone and you will 
never fully be able to be completely objective. However, through techniques and tools like the “Critical 
Moment Dialog” and especially the “Concept of Personal Leadership” your glasses can be sharpened and 
you can better reflect your own behavior and through the empathy you learn through the “Concept of 
Personal Leadership” you can better understand how your own behavior is perceived by people from 
another cultural background and what their intentions and messages are behind the way they are acting or 
the phrases they are saying. This is an important aspect since I really learned in the seminars that saying 
something can be completely differently perceived than the actual meaning or message behind the sentence 
that the sender tries to send. One really has to try to put oneself into the perspective of the sender from the 
message in order to examine how he or she meant it.” (5) 
Perceptual acuity 1 “One such example was recently with my roommate who turned out to be one of my closest friends as the 
end of my first year approaches. It was my turn to clean the bathroom, she cleaned the bathroom 3 days ago, 
and left for the weekend, when she came back on Monday, she cleaned the entire bathroom by herself 
again, and then yelled at me for not cleaning the bathroom. I tried explaining that she only cleaned it 3 days 
ago therefore I wanted to wait till a week to clean it again, but she was just so mad and kept yelling at me. I 
immediately realized this was a CMD and held myself back, and apologized for it, without arguing about it. 
Things were so much better, she accepted my apology and wanted to go to dinner with me later. Had I not 
done a personal reflection on a somethings up situation, my reaction would have probably been so much 
different, I would have picked up a fight saying that the original agreement was to clean the bathroom once 
a week, taking turns and it had only been 3 days, not enough for a week to clean the bathroom. But I 
understood that she was disgusted at the state of the bathroom and that she had to do it all by herself, 
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therefore I withheld myself and apologized knowing that she was just having an emotional outburst and 
didn’t mean anything harmful.” (31) 
 Number of skills 
mentioned  
One only 
Two 
Three 
Four 
 
 
13 
6 
6 
1 
 
Metacognition  33  
"knowledge of and 
control over one's 
thinking and learning 
activities in the specific 
domain of cultural 
experiences and 
strategies", measured by 
awareness of cultural 
context, conscious 
analysis of the influence 
of the cultural context, 
and planning courses of 
Awareness 33 Awareness of cultural differences (e.g. being aware of differences in communication styles): 
“Culture alters our perception of the world. One could imagine this as a special from of “culture-colored 
glasses” we are automatically wearing and viewing the world through. It is impossible to totally get rid of 
the glasses, since we can’t withdraw what happened to us in the first years of our live and how our parents 
raised us. We can only sharpen the glasses by trying to understand the perspectives from other cultures and 
by trying to follow an approach that is as neutral and value-free as possible if we want to engage in an 
insightful dialog with other cultures.” (5) 
“The words intercultural competence did not mean much to me before taking this course. I had very little 
understanding of how very different peoples and my own attitudes could be when the interactions are based 
on much more than what we are normally used to. When put outside my comfort zone, the differences in 
cultures and backgrounds that exist between people at university really gave me a reality check. Hence, 
when I took this course, I learned that the word intercultural is actually best described by Jacobs University 
244   SUMMATIVE EVALUATION         
action in different 
cultural contexts 
itself. The throngs of different nationalities on campus really taught me what it means to be in a diverse 
intercultural environment where different cultures actually interact.” (10) 
“The way I perceived the world has been completely influenced by my family, and with it, my culture back 
home. This is the case for everyone else, everyone here comes from such distinct places. In other terms, 
when I refer to a day to day basis I mean simple little behaviors that people have that sometimes upset 
because I really believe it is not right. It can be as simple as laughing at certain jokes, or saying things that 
might upset someone but you just don’t realize. The whole point here is that, I am aware of how I perceive 
the world, but at the same time I understand that, and am aware of, the fact that everyone else perceives it 
differently. There is no one right way, but many.” (24) 
“Reflecting back on the workshop in week 2, I got the chance to actually sit and talk with my friends from 
various countries with whom I had never talked about their religion, country, their interests, and what 
challenges, pre-conceived notions or bitter comments they had to face by coming together with people from 
different backgrounds here at Jacobs. It was interesting to hear the stereotypes people make regarding 
certain groups of people. I realized that everyone had challenges in the beginning but slowly they adapted to 
it, and also other people around them understood differences and changed their behavior accordingly.” (27) 
Analysis 29 Analysis of how culture influences own and others’ behavior (e.g. explicitly reflecting upon a situation and 
how own preferences are culturally influenced or why others might behave different from oneself): 
“I have encountered such difficulties myself when speaking German since in English we have no polite 
form of “you” I often forget to use “Sie” or when I remember I am unsure if I should use it. These sorts of 
confusion can lead to unintentional insults or confusion between people of different cultural backgrounds. 
Some have argued that these hierarchies of address can even lead to confusion among people of the same 
culture and language.” (11) 
“As we learnt in the lecture, Asians often never tend to ask something directly. We saw a text message 
conversation between an Asian woman and an American woman as an example in class. At Jacobs, some of 
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my Asian friends never ask anything they want from me directly. Since I lived in Asia, I knew they wanted 
something but I always decided to wait until they asked directly, and when they didn’t I would always be 
annoyed. However, the lecture enlightened me that it is not their fault, and they do this as they consider it 
polite according to their culture. This made me more accepting to their indirect requests.” (31) 
“Knowing this, it is rewarding to talk to other people and see how they feel about being here and how it’s 
different from what they were accustomed to before. It is also nice to monitor my own changes in 
perspective as a result of being here and living independently with friends from so many different 
backgrounds. While I am learning to stay mindful of their different cultures while talking to people, that 
mindfulness is becoming more and more subconscious and natural. It is no longer something that needs to 
be consciously considered, but rather a natural reflex. I think this course has helped this happen, and I hope 
to continue developing my intercultural competence in the next two years of my education at Jacobs, and 
carry it forward with me in life thereafter.” (32) 
Planning 17 “Reflecting back on the workshop in week 2, I got the chance to actually sit and talk with my friends from 
various countries with whom I had never talked about their religion, country, their interests, and what 
challenges, pre-conceived notions or bitter comments they had to face by coming together with people from 
different backgrounds here at Jacobs. It was interesting to hear the stereotypes people make regarding 
certain groups of people. I realized that everyone had challenges in the beginning but slowly they adapted to 
it, and also other people around them understood differences and changed their behavior accordingly.” (27) 
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Table 6.18. Quantifying qualitative data on TMIC dimensions 
 
TMIC-S dimension Elements of the 
definition / 
subcategories 
Number of 
participants 
referring to 
it (out of 
N=34) 
Qualitative data examples and/or definitions 
(numbers in brackets indicate participant number) 
Communication: 
Sensitivity in 
communication 
To put oneself in the 
position of another 
person during 
communication in order 
to understand him or her 
better; high sensibility 
for verbal and nonverbal 
communication aspects 
 16   
Awareness of 
differences in 
verbal and 
nonverbal behavior 
7  
 
“Asians also tend to be more indirect in their communication, sending more discreet messages using body 
language and the context of the conversation (high-context cultures). In this respect, I behave more like 
Asians and I do have trouble with other Westerners who do not always understand what I want if I don’t tell 
them directly. This happened when I had write a lab report with a German friend on a weekend. She was 
asking me whether she could go home for the weekend. Although I didn’t want to prevent her from going 
home I would have liked her to stay to work together. So I tried to signal that I really needed her but she did 
not understand. A friend from Pakistan usually understands these signals much better.” (2) 
Ability to name 
strategies to be 
sensitive in 
communication, 
such as 
mindfulness, 
emotion 
management, 
7  “Now I’m conscious about how different cultural customs people have when communicating. Non-verbal 
can specially have misinterpretations between cultures. For example, in some cultures to look someone 
straight in the eye while they are talking is a sign of respect, while in others it is not. Also, signs, 
expressions and pitches are used differently. Some cultures are more expressive than others, and also use 
high voices to communicate, while others use the lower voice. This can make some misunderstandings 
likely when intercultural communication happens. The use of mindfulness will help us to analyze our 
thinking and judgments, and thus to not act impulsively. We can differentiate that stereotypes of actual fact 
and see a person for his or her own personal characteristics. It also helps us to be conscious about 
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perspective taking, 
and switching 
styles 
discrepancies that could occur, when to use act a certain way, when to say something, what gestures to 
make and so on. Then, uncertainty reduction is done when we decipher a message, and after that we 
interpret it. If we do not do that, we would be communicating with a lot of ambiguity and understanding 
between people would not be possible. It is important to know how our thoughts influence our emotions so 
that we can control what we think and what we do.” (3) 
Discussing how 
one is actually 
doing it 
6  “For instance, this course (Intercultural Competence in practice) is a good way to be aware of all of the 
differences between the cultures in the world and to be able to cope with them while still being attached to 
yours. Studying and living in Jacobs University, a really diverse and heterogeneous environment, forces me 
to practice intercultural competence everyday (except if I do not leave my room) without even noticing it. I 
learned to think about what I am about to say or do, and how it might affect the people I am interacting 
with. I also can now recognize if someone has a more direct or indirect style and I now know how to 
respond to the different styles I come across. As a first year student, I can say that my experience is far from 
over, and there is still room for improvement when it comes to my intercultural competence skills. But, I 
think I will not let things offend me as easily as they used to, and I definitely already see how I manage to 
talk to people with different backgrounds without hurting their feelings. Even though that can also be 
attributed to the fact that I am now closer to most of my friends, and I know them a little better, I am pretty 
sure that what I learned in this course is also helping me. My biggest problem is that I am shy and 
introverted and it can be hard for me to talk to people I do not know. I have been trying to use a little bit of 
my newly acquired intercultural competence when I am around more people, and it has helped reduce the 
awkwardness of just meeting someone and having a conversation with them.” (28) 
Learning: Information-
seeking 
Purposeful collection of 
information about a 
 
Different ways of 
gathering 
information, e.g.: 
15  
 
 
 
“For instance, I do not understand why Muslims do not eat pork. After a short research it seems to me that 
pork differs from other meat simply because it is “impure” as stated in the Quran. This may make little 
sense to me, and although it is a little baffling to me, I do not discriminate against them, but simply respect 
this practice.” (4) 
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foreign country or 
another culture 
Interacting with 
culturally different 
others on campus 
Learning languages 
Travel, immerse in 
other cultures 
Internet (e.g. 
YouTube) 
Movies from other 
cultures 
Reading about 
other cultures 
Campus events 
Observing people 
6 
 
 
4 
3 
 
1 
 
1 
 
1 
 
1 
1 
“I try to learn about other cultures as much as possible. I spent a great amount of my free time researching 
culture differences on YouTube or on the Internet in general, just to learn more about other people.” (28) 
“Jacobs University is a place where we can meet people from different areas and that makes it diverse. I 
didn’t expect to live in such a multicultural environment and for the short period I have been here I learned 
more than I could in a year back home. I did not only discover some countries and their locations but also 
about my friend’s culture. As I mentioned in our first workshop some people don’t know that much about 
Africa and think that it is a country instead of a continent. We were able to share knowledge between us 
through discussions and debates.” (29) 
Social Interaction: 
socializing 
Establishing and 
maintaining contact with 
people from other 
 13   
Enjoying 
interacting with 
people from other 
cultures 
5 
 
 
“I chose Jacobs because it’s diverse and it reminds me of home, and allows me to interact and learn about 
different cultures and about different countries. I was not sure what to expect, but after I came here I found 
that I worried for nothing. The one thing I would like to thank Jacobs’s instructors and students is for their 
welcoming spirit. I came a semester late so everyone was already integrated and I thought I might not find 
friends or fit in. But now I have so many friends.” (8) 
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cultures quickly and 
easily 
Establishing 
deeper, meaningful 
contact 
4 
 
 
“For example, I can see the difference between the conversations that I used to have the way I talk now. My 
conservations are much less about talking now and much more about listening to what other people have to 
say. This has certainly led me to actually get to know the people that I interact with at a much deeper level 
rather than casual small talk. Most importantly, I now know that people may be different in many ways and 
similar in many ways but there is a way to connect with all of them.” (10) 
Having found ways 
to make friends 
across cultures  
6 “I try to get a taste of different cultures on campus for which the workshop was really helpful, because 
normally it is not that often that we talk about our different cultures and this was such a great opportunity to 
ask all the question that we had but never asked. Since I am here at this University I can say that I changed 
myself in relation to intercultural situations. At the beginning it was sometime a little bit confusing to 
interact with so much different people from different culture but it was also fun and very interesting.” (22) 
Self-Management: Goal-
setting 
Having clear goals and 
being able to implement 
them consistently 
Using Personal 
Leadership to set 
and achieve goals 
2 “When I set goals or decide on things I check to see what I can do to make the right choice more right or to 
help those that work with me more comfortable. The one thing I always do is I try to learn basic etiquette of 
that culture, some rules of dos and don’ts, what is culturally accepted and what is not. I lead myself and 
shape it in a way that is open to new things, not quick to conclude and easy to approach and trust. … If 
being interculturally competent is my goal then I will make this part of my goals and lead myself to that 
direction. After all I can learn about it a million times but if I don’t try to apply it constantly, then what’s the 
point of learning it in the first place.” (8) 
Synergies: Mediation of 
interests  
Mediating between 
parties in order to 
achieve the greatest 
 8 
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possible benefit from 
different approaches 
Finding 
compromise 
between own 
viewpoint and 
others 
 
 
 
 
6 
 
 
 
 
 
 
“Throughout the semester my understanding of the term “Intercultural Competence” broadened and I was 
going through a continuous learning process one of the main insights I learned was that ‘Intercultural 
Competence’ does not only have to do with how you react and feel. It is not sufficient if you reflect on the 
challenging the situation and come to the conclusion that you could handle it in a way that you felt 
comfortable with. Intercultural Competence is about how interact with your environment and how you and 
(!) your environment react and feel about the situation. … That is why I would define Intercultural 
Competence as the ability to master a challenging situation in a way that you and the affected environment 
(person, group of people) are not harmed in their personal and cultural identity and ideally transfer it to a 
process in which both sides benefit and learn from the experience. Of course this is easier said than done a 
requires a high degree of self reflection and a continuous thinking process of how one can enhance and 
improve one’s reactions.” (5) 
Speaking up when 
offended & resolve 
2 
 
 “At Jacobs, a university full of people from all over the world with all sorts of ideas of what is okay to say 
and what is not okay to say or what is okay to wear or to joke about and what is not, I think the hardest 
thing is to be willing to admit you’re offended and to also hear that from others. In such a young and “cool” 
community it can be hard to admit that a joke or a comment crossed a line in your opinion because you may 
get called out for being over sensitive or overly politically correct or just boring or no fun, and no one wants 
to hear those things. It’s hard to be willing to set yourself up for this ridicule, it’s much much easier to be 
silently offended and just move on, but in that situation no one is learning or growing or anything. So we 
need to speak up, but we also need to listen and not shoot people down for having feelings and for getting 
offended because they have different worldviews.” (11) 
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Acting as a 
mediator 
3 “Here at Jacobs, I feel like I lack the willingness to involve myself with certain controversial conversations 
with strongly conflicting opinions. I could act as a mediator with a certain level of understanding and open-
mindedness. Such an attitude would allow me to acknowledge both the strengths and weaknesses and pros 
and cons in the points others try to make.” (9) 
“I genuinely love to listen to another person’s opinions and ideas, as I believe anyone can aid in solving a 
problem. I perceive everyone as having a voice, no matter how big or small. Simply being in the presence of 
others encourages me to work harder for them, and I am quick to try and diffuse any rising conflicts 
between people around me.” (20) 
Self-Knowledge: 
Cultural identity 
reflection 
Intensively and 
constantly reflecting 
upon one’s own cultural 
character  
 
 
Superficial vs. 
deeper reflection 
 
 
34  Usually co-occurred with the code “LO2 – reflecting upon own cultural identity” with 81 segments coded as 
in-depth and 9 as superficial (of those also coded with TMIC self-knowledge), thus approx. 90% of text 
segments coded in this subcategory were deeper reflection on how one’s own cultural background 
influences values, thinking styles, communication styles, and other aspects: 
 
“There are very many distinct and important ways in which my culture influences how I perceive and think 
about the world around me. One of these ways manifests itself in my idea of what is acceptable for different 
people to say. Growing up not only in the US but in a very liberal, albeit predominantly white, 
neighborhood and environment, has caused me to have very defined ideas about what is offensive to what 
degree. I do not mean to say that I put great importance on generally always being politically correct, but I 
mean to say that there are just some words, phrases, insinuations, etc. that are purely out of bounds… The 
best example of this would be the “n-word”. For me this is a word that should be avoided at all costs, I do 
not think that the average person should use it in conversation, especially if they are not of African-
American descent. I understand that for many African-Americans the “n-word” has become a part of their 
culture and their identity and I would never strive to take that away from them. But for those individuals 
who belong to cultures that are not African-American, be it white Americans, the original oppressors and 
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user of the “n-word” as a racial slur, Asian-Americans, Latino-Americans, or anyone else, from America or 
not, I cannot justify to myself that they can use the “n-word”. I find it offensive and ignorant and 
inconsiderate. Non-Americans often do not appreciate just how charged of a word it is, but to me at least, it 
is a very clear example of how my culture has affected my view of the world. Expanding on the whole 
effects of growing up how and where I did, since a very very young age I was always taught to call people 
of color in the US African-Americans. There are a lot of things about this that I am only realizing now have 
affected my perception of people. I have caught myself, multiple times, referring to Africans, or other 
people of African heritage but not necessarily from Africa, here at Jacobs as African-Americans. This is 
ridiculous! These people are from Africa, they are actually African, just African. They don’t need this little 
disclaimer on the end about how they are American, because they are not. But for me, whenever I refer to a 
person, any person, of color, I instinctively call them African-American, because that is what I say, that is 
what my culture has told me and taught me to say. I would never just call someone “black” when describing 
them. I describe someone as “the African-American with the red shoes”, never “the black man with the red 
shoes”. But here, at Jacobs, I have realized just how much I need to think about what I’m saying, just how 
ingrained this substitution “black” or “half black” or whatever for “African-American” is in my mind.” (11) 
“Throughout my life I have not really reflected on how my culture would affect me in my life. However 
since I have arrived in Jacobs university I have come to realize to what extend my culture shapes who I am 
today. I still remember the first day I arrived- apart from the excitement, I had to go through a huge 
intercultural shock. People’s behavior, approach towards different aspects of life and mentality as a whole 
were so different from what I was used to that I finally understood what was all the fuss about when talking 
about studying abroad. From their behavior in class, to their actions during the parties –everything was new 
and strange to me. Now that I have been here for several months I am able to distinguish why people 
behave in certain way and to what extend their actions are influenced by their culture rather than by 
anything else. It is redundant to say that the way you are brought up in your culture shapes your vision of 
the world today. That of course does not mean that there is no place for divergence from the destined path 
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your culture has set for you. … I feel like this environment has already influenced me. For instance I see my 
people as really narrow minded –about different races, peoples, countries. They know just one thing and 
there is no other way to see it. I used to be like that but not anymore –I feel like this place has empowered 
me with freedom, it has given me the chance to … see that there are so many routes ahead of me rather than 
just one. I can dream, try, fail and try something some more.” (14) 
“Culture can influence how we perceive and think about the world around us. People have different cultures 
and that I could realize it at Jacobs even with the background I have. As I mentioned in my previous work, 
Senegal is a country of hospitality, people are very friendly but conservative in terms of traditions. I 
sometimes face situations based on my beliefs and traditions …. As a Muslim I don’t have the right to drink 
alcohol and that is kind of a challenge when I’m surrounded by people who are allowed to drink. The 
people I have met here don’t only have a different culture but the way we think also differ which is quite 
normal and we to try to understand each other. Just like the matter of drinking, there are other things that 
people here do which are not allowed to me in my country and vice versa. Adults are well respected and the 
way we were educated we don’t even look at them directly and that is something we are used to. That also 
doesn’t mean you cannot share your point of view with them that is just a sign of respect for us. I remember 
having an American teacher in high school telling us that we should look at him even though we were not 
educated in that way. While that is considered as a sign of respect for us, for him it was something that 
could prevent him from knowing the truth when we talk to him in a specific situation. We also have to kneel 
when greeting an old person which is something we can’t do here because people won’t understand. It is 
quite challenging because we have to leave some of our cultural aspects and acquire it again once we go 
back home. As I said in the workshop, greeting is important for us which is not the case for many of the 
people I have met here. We might consider disrespectful when people know you and act like they don’t. We 
are so used to it now that we became careless which I think is a consequence of the intercultural exchange 
that occurs here. We all learn about each other culture and try to be comprehensive.” (29) 
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7. Conclusion 
The final chapter first summarizes the research project presented in the previous six chapters, 
followed by a discussion of limitations and contributions of the dissertation.  
 
7.1. Summary of Key Steps and Findings 
This longitudinal mixed methods research project has been conducted to contribute to our 
understanding of how higher education institutions can promote students’ intercultural 
competence development through formal curriculum interventions. While intercultural 
competence is increasingly perceived as a must-have for university students, higher education 
institutions often have failed to specify what exactly they expect their students to achieve and 
learn, how to foster these desired learning outcomes, and how to assess to what extent they 
have been attained. Thus, this dissertation has started with a review of intercultural 
competence models to develop a conceptual framework for the empirical stages of the project. 
 
Conceptual framework  
Drawing upon Deardorff’s (2006) Pyramid Model of Intercultural Competence, intercultural 
competence has been conceptualized as a multi-dimensional construct, consisting of affective 
(attitudes), behavioral (skills), and cognitive (knowledge) components which support 
intrapersonal (or internal) outcomes and interpersonal (or external) outcomes. The design and 
evaluation phase of the formal curriculum intervention paid attention to this multi-
dimensional structure when selecting learning activities and assessment tools. Another distinct 
feature of intercultural competence as a learning outcome is its complexity with various 
aspects within each of the dimensions. While Deardorff’s (2006) Pyramid Model of 
Intercultural Competence has offered a list of possible aspects to focus on in the intervention, 
research has highlighted the need to be open to context-specific elements emerging from 
students’ subjective understanding of intercultural competence and their perceived needs.  
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 This conceptual framework has been complemented by the Developmental Model of 
Intercultural Sensitivity (DMIS). The DMIS has been introduced by Milton Bennett (1986) in 
the late 1980s, primarily as a tool for intercultural training design. As presented in detail in 
chapter 2, the DMIS describes six stages of increasing intercultural sensitivity in terms of 
dealing with cultural differences. The DMIS can be used to guide the design of learning 
interventions by offering insights into how students learn to adopt a more ethnorelativist 
mindset and become increasingly capable of adapting to cultural differences. It thereby can 
contribute to the selection of specific content and learning activities that balance the level of 
challenge and support to foster students’ intercultural learning without overwhelming them. 
Since students in this research chose to study at an international university and selected a 
course on intercultural competence as an elective class, it has been assumed that they already 
have some level of curiosity and positive attitudes towards cultural diversity. Based on the 
Pyramid Model of Intercultural Competence (Deardorff, 2006) and the DMIS (M. J. Bennett, 
1986), intercultural competence as a learning outcome has been conceptualized with a focus 
on cultural self-awareness, open-mindedness and curiosity (affective dimension), complex 
understanding of cultural differences (cognitive dimension), as well as ability to observe, 
reflect, take different perspectives, and adapt to different interaction partners and contexts 
(behavioral dimension).  
 This conceptual framework has been complemented by the notion of intercultural 
practice as put forward in the Personal Leadership methodology by Schaetti et al. (2008). 
Intercultural practice is concerned with how to transfer culture-specific and culture-general 
knowledge into interculturally competent behavior through deliberate self-reflection, 
especially in moments where intercultural encounters might be challenging or frustrating. 
This concept has contributed to the emphasis placed on encouraging reflective processes in 
the course designed as part of the empirical stages of this project.  
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Reviewing research on university students’ intercultural competence 
The need to promote self-reflection and meaning-making to foster intercultural learning has 
been documented in the empirical research reviewed in chapter 2. Generally, research has 
offered strong evidence busting the myth that exposure equals competence and demonstrating 
the need to promote and facilitate intercultural contact among students. For decades, such 
research has mainly focused on student mobility, exploring the potential impact of study 
abroad participation on intercultural competence. Those studies have provided support for the 
positive impact of study abroad on students’ intercultural competence. However, they have 
identified potential factors influencing this relationship, including duration of the program, 
opportunities for guided reflection, and intercultural training before, during, and after the 
study abroad experience. 
 For the past decade, scholars and educators have increasingly become interested in the 
intercultural competence development of both local and international students, captured in the 
concept Internationalization at Home (IaH). Research on how to promote intercultural 
learning for local and international students can be split into studies on informal and formal 
curriculum interventions. A review of informal curriculum intervention studies such as buddy 
programs and on-campus events has found strong support for the potential role of more 
advanced peers in the intercultural learning process. This finding has been taken up in this 
dissertation with the aim to explore how the peer-learning component can be brought into a 
more structured learning intervention that is part of the formal curriculum. Given this 
dissertation’s focus on the formal curriculum, chapter 2 has continued with reviewing 
research on formal curriculum interventions. This review has found support for the role of 
experiential learning and guided reflection in fostering students’ intercultural competence. It 
has furthermore identified the need for evidence-based design of such interventions to ensure 
they are grounded in what is already known about intercultural learning at higher education 
institutions. Finally, it has supported the use of mixed methods approaches to measuring 
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students’ intercultural competence development. This can for example be done with the 
purpose of complementarity, i.e. gaining a more comprehensive picture, and triangulation, i.e. 
exploring to which extent quantitative and qualitative findings converge or diverge. Building 
upon that, chapter 3 has offered more details on the mixed methods approach and design used 
in this dissertation, including an overview of how and when quantitative and qualitative data 
have been mixed and why. The overall research process has been divided into three stages, i.e. 
the evidence-based design process, the formative evaluation, and the summative evaluation. 
 
Stage 1: Evidence-based design process 
In the first stage of this research project two empirical studies have been conducted to inform 
the evidence-based design process. Chapter 4 has demonstrated how to implement the 
evidence-based process to intercultural program design by Stephan and Stephan (2013) to 
design an elective course for first-year university students. In doing so, it did not only draw 
upon existing theory and research (as suggested by Stephan & Stephan, 2013) but also 
empirical data gathered from the target group. The resulting course design has integrated 
peer-led experiential sessions to complement more traditional faculty-led knowledge-oriented 
sessions and replaced exams with reflective assignments to support students’ learning process 
throughout the semester. While the learning goals and activities have specifically been 
selected for the target group and context, the overall course design can serve as a general 
framework which instructors at other higher education institutions can adapt to their target 
groups.  
 
Stage 2: Formative evaluation 
The formative evaluation presented in chapter 5 has explored benefits and challenges of 
faculty- and peer-led instruction as well as reflective assignments as a learning tool. The 
predominantly qualitative evaluation found support for assumed benefits of the course design 
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and added insights into potential challenges. The findings suggested that peer-led experiential 
sessions can complement faculty-led knowledge-oriented sessions by creating a safe learning 
space in which students feel comfortable to share experiences and ideas and learn with and 
from each other. Findings have shown that peer-instructors were perceived as competent 
guides and role-models who shared students’ experience and had a genuine interest in their 
contributions in class. Results furthermore have supported the assumption that peer-
instructors benefit as well, gaining confidence and improving their communication and 
facilitation skills.  
However, findings have also revealed challenges such as the two-sided nature of the 
intimacy of the peer-group which both enabled and limited sharing of experiences and ideas. 
That was one reason why reflective assignments were found to be an important addition to the 
learning process, allowing students to express themselves in written. The formative evaluation 
furthermore identified ideas for improvement of the course design. Findings have highlighted 
aspects that might be relevant for educators at other institutions, including scheduling of 
experiential and interactive sessions, pairing and supervision of peer-instructors, as well as 
how to grade students’ efforts in the course. Overall, the formative evaluation has found 
support for the course design developed in chapter 4, reinforcing the contribution made in 
terms of providing a framework which other institutions can take and adapt to their context. 
 
Stage 3: Summative evaluation 
Finally, chapter 6 has added the summative evaluation, exploring the effectiveness of the 
course in promoting students’ intercultural competence and achieving its specific learning 
objectives. Quantitative results have supported the course’s effectiveness in increasing 
students’ intercultural competence from the beginning to the end of the course. They 
furthermore have shown that gains in intercultural competence remained stable until ten 
months after the course. Qualitative findings have enriched these results by providing insights 
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into what students have learned within the facets of intercultural competence covered in the 
two quantitative scales. Further mixing has been achieved by quantifying qualitative findings 
and displaying them in a matrix with the original quantitative scores for each student. This has 
enabled identifying diverging cases of students whose results from both strands of the 
evaluation do not match. Preliminary insights from these cases have offered ideas for further 
research. On the one hand, preliminary findings on diverging cases have reinforced the need 
to complement indirect evidence from widely used self-report scales by more direct evidence, 
for example from analysis of reflective assignments. The latter have also been a major source 
of evidence to demonstrate the course’s effectiveness in achieving its learning objectives. On 
the other hand, findings have shown that more research is needed to explore different ways of 
interpreting results from self-report scales.  
Across all chapters, this dissertation has demonstrated how to design and evaluate a 
formal curriculum intervention that could support students’ intercultural competence 
development, using an evidence-based approach and mixed methods assessment plan. The 
concluding section of this chapter will summarize the major contributions of this research. 
However, the next section will first review limitations of this project.  
 
7.2. Limitations  
While the summative evaluation has supported the course’s effectiveness in increasing 
students’ intercultural competence, some limitations have to be kept in mind. As mentioned 
before, data from a control group were not suited for inclusion in the study. However, their 
preliminary analysis has suggested that students participating in the course on average had 
higher intercultural competence scores at the beginning of the course than the control group 
had at the end of it. This seems to support the potential self-selection bias into the course. In 
this project, random assignment of students into the intervention and control group has not 
been possible. Thus, it seems that students who chose the course as their elective might have 
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already had higher levels of intercultural competence than those who did not enroll in the 
course. Despite this limitation, the summative evaluation has shown that even if students 
started out with quite high scores on average, the course contributed to them progressing even 
further in their intercultural competence. The mixed methods approach has been crucial to 
address potential limitations of the quantitative strand, including the lack of a control group as 
well as the small size of the sample. Qualitative findings have helped to gain deeper insights 
into students’ learning process and have demonstrated that students were able to increase their 
intercultural competence.   
 Looking back at the entire research process, it furthermore seems that the quantitative 
questionnaires could have been more focused on variables directly related to the research 
questions. Intercultural competence is a complex construct and there are many factors that 
might be related to it, such as perceived self-efficacy, personality traits, or subjective well-
being, but also mindfulness, integrated self-knowledge, or emotional intelligence. The 
inclusion of such variables has allowed exploring their relationship to intercultural 
competence, generating preliminary insights to be investigated further in the future. However, 
they also contributed to the complexity of the data set. In combination with the resource- and 
time-consuming nature of mixed methods research, this meant that oftentimes it was beyond 
the scope of this dissertation to fully make use of the richness of the data collected across the 
various empirical stages.  
 Finally, it should be kept in mind that this research has been conducted with one 
cohort of students at one specific university in Northern Germany. Though this research has 
been able to make contributions beyond that immediate context, it would be highly interesting 
to continue evaluating the elective course with different cohorts at the same university as well 
as to adapt, implement, and evaluate it elsewhere.  
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7.3. Contributions to Theory and Practice 
Acknowledging the limitations presented above, this research project has created an evidence-
based elective course on intercultural competence for students at Jacobs University Bremen. 
The course has proven to be effective in fostering students’ intercultural competence and 
achieving its learning objectives of enabling students to (1) have an in-depth understanding of 
how culture influences how we feel, think, and act; (2) relate this knowledge to their everyday 
experience in a multicultural environment; and (3) be familiar with the Personal Leadership 
methodology and Critical Moment Dialogue (CMD) and able to apply it to their own 
experience. Beyond that, this research has made three major contributions to (1) our general 
understanding of designing formal curriculum interventions for intercultural learning, (2) the 
benefits of including peer-led experiential sessions and reflective assignments, as well as (3) 
assessing students’ intercultural competence development.  
 Concerning the design of formal curriculum interventions for intercultural learning, 
this project has demonstrated how to implement an evidence-based approach to designing an 
elective course on intercultural competence. It has offered a comprehensive review of relevant 
theories and research resulting in a course design that can be transferred and adapted to other 
higher education institutions. The particularities of that design include complementing 
traditional faculty-led instruction with peer-led sessions that put emphasis on experiential 
learning and encourage reflection. In addition, reflective assignments have served as a 
learning and assessment tool. On the one hand, this research can serve as an example to others 
offering a detailed description of how to derive learning objectives for one’s target group and 
align those with relevant theories, learning processes, and activities, as well as the assessment 
plan. On the other hand, this research has expanded the evidence-based approach presented by 
Stephan and Stephan (2013) by not only drawing upon evidence from existing theories and 
research but adding evidence from empirical data collected from the target group.  
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 The second contribution of this research has emerged from generating insights into the 
benefits and challenges of including peer-led experiential sessions and reflective assignments 
in a course on intercultural competence. It thereby has confirmed previous findings from 
research on other types of peer-led instruction and offered support for the use of peer-led 
instruction in the context of intercultural learning. It furthermore has pointed to additional 
benefits, such as encouraging socializing and relationship-building in multicultural 
classrooms. At the same time, this part of the research has revealed potential challenges that 
need to be addressed when implementing the specific course design, including scheduling of 
sessions, support for peer-instructors, and grading. Overall, the formative evaluation of the 
course designed in this dissertation has contributed to literature on peer-led instruction as well 
as offered practical insights for those seeking to implement a similar design in other settings. 
 Finally, this research has contributed to the question of how to assess intercultural 
competence development among students and evaluate the effectiveness of intercultural 
learning interventions. It has found support for using a mixed methods approach that not only 
mixes quantitative and qualitative research methods but also combines indirect and direct 
evidence of students’ intercultural learning. In providing an example of how to design and use 
such an assessment plan, this research has confirmed that reflective assignments can be a 
valuable tool serving a double purpose as a learning and assessment tool. It furthermore has 
offered insights into how to make more use of the potential of mixing in mixed methods 
research, for example with the purpose of complementarity or triangulation. This has yielded 
first insights into how to improve scales to measure intercultural competence, such as by 
adding items to capture perceived self-efficacy, by re-thinking how to interpret increases or 
decreases over time on these scales, and by showing to complement the numbers with more 
direct evidence from reflective assignments.  
 Overall, this research has added to our understanding of how to promote and assess 
university students’ intercultural competence development in formal curriculum interventions, 
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of how to implement evidence-based approaches to designing such interventions, and of how 
to create assessment plans that allow comprehensive insights into students’ intercultural 
learning. In doing so, it has also made contributions on the practical level, encouraging other 
educators to complement their courses with peer-led instruction, experiential learning 
activities, and reflective assignments to foster and track students’ intercultural competence 
development.   
BIBLIOGRAPHY          265  
Bibliography 
Albert, R. D. (1986). Conceptual framework for the development and evaluation of cross-
cultural orientation programs. International Journal of Intercultural Relations, 10, 197–
213. 
Allport, G. W. (1954). The nature of prejudice. Cambridge, MA: Perseus Books. 
Altbach, P. G., & Knight, J. (2007). The Internationalization of higher education: Motivations 
and realities. Journal of Studies in International Education, 11(3–4), 290–305. 
http://doi.org/10.1177/1028315307303542 
Anderson, P. H., & Lawton, L. (2007). Intercultural development: Study abroad vs . on-
campus study. Frontiers: The Interdisciplinary Journal of Study Abroad, 86–108. 
Arasaratnam-Smith, L. A. (2017). Intercultural competence: An overview. In D. K. Deardorff 
& L. A. Arasaratnam-Smith (Eds.), Intercultural competence in higher education. 
International approaches, assessment and application (pp. 7–18). New York, NY: 
Routledge. 
Bandura, A. (1971). Social learning theory. Morristown, NJ: General Learning Corporation. 
Bandura, A. (1977). Toward a unifying theory of behavioral change. Psychological Review, 
84(2), 191–215. http://doi.org/10.1037/0033-295X.84.2.191 
Bandura, A. (1993). Perceived self-efficacy in cognitive development and functioning. 
Educational Psychologist, 28(2), 117–148. http://doi.org/10.1207/s15326985ep2802_3 
Barker, M. C., & Mak, A. S. (2013). From classroom to boardroom and ward: Developing 
generic intercultural skills in diverse disciplines. Journal of Studies in International 
Education, 17(5, SI), 573–589. http://doi.org/10.1177/1028315313490200 
Barmeyer, C. I. (2004). Learning styles and their impact on cross-cultural training: An 
international comparison in France, Germany and Quebec. International Journal of 
Intercultural Relations, 28(6), 577–594. http://doi.org/10.1016/j.ijintrel.2005.01.011 
Behrnd, V., & Porzelt, S. (2012). Intercultural competence and training outcomes of students 
266   BIBLIOGRAPHY         
with experiences abroad. International Journal of Intercultural Relations, 36(2), 213–
223. http://doi.org/10.1016/j.ijintrel.2011.04.005 
Bennett, J. M. (2012). The developing art of intercultural facilitation. In K. Berardo & D. K. 
Deardorff (Eds.), Building cultural competence: Innovative activities and models (pp. 
13–22). Sterling, Virginia: Stylus Publishing. 
Bennett, M. J. (1986). A developmental approach to training for intercultural sensitivity. 
International Journal of Intercultural Relations, 10(2), 179–196. 
Bennett, M. J. (1993). Towards ethnorelativism: a developmental model of intercultural 
sensitivity. In R. M. Paige (Ed.), Education for the intercultural experience (pp. 21–71). 
Yarmouth, ME: Intercultural Press. 
Bennett, M. J. (2004). From ethnocentrism to ethnorelativism. In J. S. Wurzel (Ed.), Toward 
multiculturalism: A reader in multicultural education. (pp. 62–77). Newton, MA: 
Intercultural Resource Corporation. 
Bennett, R. J., Volet, S. E., & Fozdar, F. E. (2013). “I’d say it’s kind of unique in a way”: The 
development of an intercultural student relationship. Journal of Studies in International 
Education, 17(5), 533–553. http://doi.org/10.1177/1028315312474937 
Berardo, K., & Deardorff, D. K. (2012). Building cultural competence: Innovative activities 
and models. (K. Berardo & D. K. Deardorff, Eds.). Sterling, Virginia: Stylus Publishing, 
LLC. 
Binder, N. (2017). Intercultural competence in practice: A peer-learning and reflection-based 
university course to develop intercultural competence. In D. K. Deardorff & L. A. 
Arasaratnam-Smith (Eds.), Intercultural competence in higher education. International 
approaches, assessment and application (pp. 151–155). New York, NY: Routledge. 
Binder, N., Schreier, M., Kühnen, U., & Kedzior, K. K. (2013). Integrating international 
students into tertiary education using intercultural peer-to-peer training at Jacobs 
University Bremen, Germany. Journal of Education and Training Studies, 1(2), 273–
BIBLIOGRAPHY          267  
285. 
Blair, S. G. (2017). Mapping intercultural competence: Aligning goals, outcomes, evidence, 
rubrics, and assessment. In D. K. Deardorff & L. A. Arasaratnam-Smith (Eds.), 
Intercultural competence in higher education. International approaches, assessment and 
application (pp. 110–123). New York, NY: Routledge. 
Bloom, M., & Miranda, A. (2015). Intercultural sensitivity through short-term study abroad. 
Language and Intercultural Communication, 15(4), 567–580. 
http://doi.org/10.1080/14708477.2015.1056795 
Bolten, J. (2007). Interkulturelle Kompetenz. Erfurt: Landeszentrale für politische Bildung. 
http://doi.org/10.1007/978-3-8349-4458-0 
Bolten, J. (2011). Unschärfe und Mehrwertigkeit: „Interkulturelle Kompetenz" vor dem 
Hintergrund eines offenen Kulturbegriffs. Perspektiven Interkultureller Kompetenz, 
(Beck 1997), 55–70. 
Boud, D. (2001). Introduction: Making the move to peer learning. In D. Boud, R. Cohen, & J. 
Sampson (Eds.), Peer learning in higher education: learning from & with each other 
(pp. 1–19). New York, NY: Routledge. 
Brinkmann, U., & Van Weerdenburg, O. (2014). Intercultural Readiness: Four competences 
for working across cultures. New York, NY: Palgrave Macmillan. 
Briones, E., Tabernero, C., Tramontano, C., Caprara, G. V., & Arenas, A. (2009). 
Development of a cultural self-efficacy scale for adolescents (CSES-A). International 
Journal of Intercultural Relations, 33(4), 301–312. 
http://doi.org/10.1016/j.ijintrel.2009.03.006 
Brislin, R. W., & Pedersen, P. (1976). Cross-cultural orientation programs. New York, NY: 
Gardner Press. 
Brown, J. C., & Daly, A. J. (2005). Inter-cultural contact and competencies of tertiary 
students. New Zealand Journal of Education Studies, 40(1), 85–100. 
268   BIBLIOGRAPHY         
Brown, K., Nairn, K., van der Meer, J., & Scott, C. (2014). “We were told we’re not teachers 
… It gets difficult to draw the line”: Negotiating roles in peer-assisted study sessions 
(PASS). Mentoring & Tutoring: Partnership in Learning, 22(2), 146–161. 
http://doi.org/10.1080/13611267.2014.902559 
Brown, K. W., & Ryan, R. M. (2003). The benefits of being present: Mindfulness and its role 
in psychological well-being. Journal of Personality and Social Psychology, 84(4), 822–
848. http://doi.org/10.1037/0022-3514.84.4.822 
Byl, E., Struyven, K., Meurs, P., Abelshausen, B., Lombaerts, K., Engels, N., & Vanwing, T. 
(2015). Peer assisted learning as a tool for facilitating social and academic integration. 
Journal of Learning Development in Higher Education, (Special Edition: November), 1–
28. 
Calder, A. (2004). Peer interaction in the transition process. Journal of the Australia and New 
Zealand Student Services Association, 23, 4–16. 
Campbell, N. (2012). Promoting intercultural contact on campus: A project to connect and 
engage international and host students. Journal of Studies in International Education, 
16(3), 205–227. http://doi.org/10.1177/1028315311403936 
Chang, W. W. (2017). Approaches for developing intercultural competence: An extended 
learning model with implications from cultural neuroscience. Human Resource 
Development Review, 16(2), 158–175. http://doi.org/10.1177/1534484317704292 
Chen, G.-M., & An, R. (2009). A Chinese model of intercultural leadership competence. In D. 
K. Deardorff (Ed.), The SAGE handbook of intercultural competence (pp. 196–207). 
Thousand Oaks, CA: SAGE. 
Council of Europe. (2008). White Paper on Intercultural Dialogue: “Living together as 
equals in dignity.” Council of European Ministers of Foreign Affairs 118th Ministerial 
Session. Strasbourg Cedex.  
Council of Europe. (2011). Living together: Combining diversity and freedom in 21st century 
BIBLIOGRAPHY          269  
Europe. Report of the Group of Eminent Persons of the Council of Europe. Strasbourg 
Cedex. 
Covert, H. H. (2014). Stories of personal agency: Undergraduate students’ perceptions of 
developing intercultural competence during a semester abroad in Chile. Journal of 
Studies in International Education, 18(2), 162–179. 
http://doi.org/10.1177/1028315313497590 
Creswell, J. W., & Plano Clark, V. L. (2011). Designing and conducting mixed methods 
research (2nd ed.). Thousand Oaks, CA: SAGE Publications. 
Cushner, K. (2015). Development and assessment of intercultural competence. In M. Hayden, 
J. Levy, & J. Thompson (Eds.), The SAGE Handbook of Research in International 
Education (2nd ed., pp. 200–216). Thousand Oaks, CA: SAGE Publications. 
Deardorff, D. K. (2006). Identification and assessment of intercultural competence as a 
student outcome of Internationalization. Journal of Studies in International Education, 
10(3), 241–266. http://doi.org/10.1177/1028315306287002 
Deardorff, D. K. (2009). Implementing intercultural competence assessment. In D. K. 
Deardorff (Ed.), The SAGE handbook of intercultural competence (pp. 477–491). 
Thousand Oaks, CA: Sage Publications. 
Deardorff, D. K. (2011). Assessing intercultural competence. New Directions for Institutional 
Research, 2011(149), 65–79. 
Deardorff, D. K. (2017). The big picture of intercultural competence assessment. In D. K. 
Deardorff & L. A. Arasaratnam-Smith (Eds.), Intercultural competence in higher 
education. International approaches, assessment and application (pp. 124–133). New 
York, NY: Routledge. 
Deardorff, D. K., & Arasaratnam-Smith, L. A. (2017). Intercultural competence in higher 
education. International approaches, assessment and application. New York, NY: 
Routledge. 
270   BIBLIOGRAPHY         
Dervin, F. (2017). “I find it odd that people have to highlight other people’s differences - even 
when there are none”: Experiential learning and interculturality in teacher education. 
International Review of Education, 63(1), 87–102. http://doi.org/10.1007/s11159-017-
9620-y 
Devlin, M. (1997). A description and evaluation of a pilot peer pairing program for 
international and local students. Journal of the Australian and New Zealand Student 
Services Association, 9, 70–77. 
Diener, E., Wirtz, D., Biswas-Diener, R., Tov, W., Kim-Prieto, C., Choi, D., & Oishi, S. 
(2009). New measures of well-being: Flourishing and positive and negative feelings. 
Social Indicators Research, 39, 247–266. 
Dovidio, J. F., Gaertner, S. L., & Kawakami, K. (2003). Intergroup contact: The past, present, 
and the future. Group Processes & Intergroup Relations, 6(1), 5–21. 
http://doi.org/10.1177/1368430203006001009 
Engberg, M. E., Jourian, T. J., & Davidson, L. M. (2016). The mediating role of intercultural 
wonderment: connecting programmatic components to global outcomes in study abroad. 
Higher Education, 71(1), 21–37. http://doi.org/10.1007/s10734-015-9886-6 
Engle, L., & Engle, J. (2004). Assessing language acquisition and intercultural sensitivity 
development in relation to study abroad program design. Frontiers: The Interdisciplinary 
Journal of Study Abroad, 10, 219–236. 
Fantini, A. E. (2009). Assessing intercultural competence: Issues and tools. In D. K. 
Deardorff (Ed.), The SAGE handbook of intercultural competence (pp. 456–476). 
Thousand Oaks, CA: SAGE. 
Flick, U. (2004). Triangulation in qualitative research. In U. Flick, E. von Kardorff, & I. 
Steinke (Eds.), A companion to qualitative research (pp. 178–183). London: Sage 
Publications. 
Ford, N., Thackeray, C., Barnes, P., & Hendrickx, K. (2015). Peer learning leaders: 
BIBLIOGRAPHY          271  
developing employability through facilitating the learning of other students. Journal of 
Learning Development in Higher Education, (Special Edition: November), 1–23. 
Fowler, S. M., & Blohm, J. M. (2004). An analysis of methods for intercultural training. In D. 
Landis & R. S. Bhagat (Eds.), Handbook of intercultural training (3rd ed., pp. 37–84). 
Thousand Oaks, CA: Sage Publications. 
Geelhoed, R. J., Abe, J., & Talbot, D. M. (2003). A qualitative investigation of U.S. students’ 
experiences in an international peer program. Journal of College Student Development, 
44(1), 5–17. http://doi.org/10.1353/csd.2003.0004 
Ghorbani, N., Watson, P. J., & Hargis, M. B. (2008). Integrative self-knowledge scale: 
Correlations and incremental validity of a cross-cultural measure developed in Iran and 
the United States. Journal of Psychology: Interdisciplinary and Applied, 142(4), 395–
412. http://doi.org/10.3200/JRPL.142.4.395-412 
Glaser, N., Hall, R., & Halperin, S. (2006). Students supporting students: The effects of peer 
mentoring on the experiences of first year university students. Journal of the Australia 
and New Zealand Student Services Association, (27), 4–19. http://doi.org/Related link(s): 
http://www.adcet.edu.au/StoredFile.aspx?id=1532&fn=JANZSSAApril+2006.doc. 
Goldschmid, B., & Goldschmid, M. L. (1976). Peer teaching in higher education: A review. 
Higher Education, 5, 9–33. http://doi.org/10.1007/BF01677204 
Gosling, S. D., Rentfrow, P. J., & Swann, W. B. (2003). A very brief measure of the Big-Five 
personality domains. Journal of Research in Personality, 37(6), 504–528. 
http://doi.org/10.1016/S0092-6566(03)00046-1 
Graf, A. (2004). Assessing intercultural training designs. Journal of European Industrial 
Training, 28(2/3/4), 199–214. 
Gregersen-Hermans, J. (2017). Intercultural competence development in higher education. In 
D. K. Deardorff & L. A. Arasaratnam-Smith (Eds.), Intercultural competence in higher 
education. International approaches, assessment and application (pp. 67–82). New 
272   BIBLIOGRAPHY         
York, NY: Routledge. 
Gregersen-Hermans, J., & Pusch, M. D. (2012). How to design and assess an intercultural 
learning experience. In K. Berardo & D. K. Deardorff (Eds.), Building cultural 
competence: Innovative activities and models (pp. 23–41). Sterling, Virginia: Stylus 
Publishing. 
Gross, J. J., & John, O. P. (2003). Individual differences in two emotion regulation processes: 
Implications for affect, relationships, and well-being. Journal of Personality and Social 
Psychology, 85(2), 348–362. http://doi.org/10.1037/0022-3514.85.2.348 
Gudykunst, W. B., Guzley, R. M., & Hammer, M. R. (1996). Designing intercultural training. 
In D. Landis & R. S. Bhagat (Eds.), Handbook of intercultural training (2nd ed., pp. 61–
80). Thousand Oaks, CA: Sage Publications. 
Gudykunst, W. B., & Hammer, M. R. (1983). Basic training design: Approaches to 
intercultural training. In D. R. Landis & R. W. Brislin (Eds.), Handbook of intercultural 
training: Issues in theory and design (Vol. 1, pp. 118–154). New York, NY: Pergamon 
Press. 
Guest, G. (2013). Describing mixed methods research: An alternative to typologies. Journal 
of Mixed Methods Research, 7(2), 141–151. http://doi.org/10.1177/1558689812461179 
Halualani, R. T., Chitgopekar, A., Morrison, J. H. T. A., & Dodge, P. S. (2004a). Diverse in 
name only? Intercultural interaction at a multicultural university. Journal of 
Communication, (June), 270–286. 
Halualani, R. T., Chitgopekar, A., Morrison, J. H. T. A., & Dodge, P. S. W. (2004b). Who’s 
interacting? And what are they talking about? - Intercultural contact and interaction 
among multicultural university students. International Journal of Intercultural Relations, 
28(5), 353–372. http://doi.org/10.1016/j.ijintrel.2004.08.004 
Hamad, R., & Lee, C. M. (2013). An assessment of how length of study-abroad programs 
influences cross-cultural adaptation. Journal of Human Behavior in the Social 
BIBLIOGRAPHY          273  
Environment, 23(5), 661–674. http://doi.org/10.1080/10911359.2013.788461 
Hammer, M. R. (2011). Additional cross-cultural validity testing of the Intercultural 
Development Inventory. International Journal of Intercultural Relations, 35, 474–487. 
Hammer, M. R., Bennett, M. J., & Wiseman, R. (2003). Measuring intercultural sensitivity: 
The intercultural development inventory. International Journal of Intercultural 
Relations, 27(4), 421–443. http://doi.org/10.1016/S0147-1767(03)00032-4 
Hammer, M. R., Gudykunst, W. B., & Wiseman, R. L. (1978). Dimensions of intercultural 
effectiveness: An exploratory study. International Journal of Intercultural Relations, 
2(4), 382–393. http://doi.org/10.1016/0147-1767(78)90036-6 
Harris, J. G. (1973). A science of the South Pacific: Analysis of the character structure of the 
Peace Corps volunteer. American Psychologist, 28(3), 232. 
Harrison, N., & Peacock, N. (2010). Cultural distance, mindfulness and passive xenophobia: 
Using Integrated Threat Theory to explore home higher education students’ perspectives 
on “internationalisation at home.” British Educational Research Journal, 36(August 
2011), 37–41. http://doi.org/10.1080/01411920903191047 
Hart, A., Lantz, C., & Montague, J. (2017). Identity, power, and discomfort: Developing 
intercultural competence through transformative learning. In A. Shahriar & G. K. Syed 
(Eds.), Student culture and identity in higher education (pp. 38–58). Hershey, PA: IGI 
Global. 
Heublein, U., Özkilic, M., & Sommer, D. (2007). Aspekte der Internationalität deutscher 
Hochschulen. Internationale Erfahrungen deutscher Studierender an ihren heimischen 
Hochschulen. Dokumentationen & Materialien (Vol. 63). Bonn. 
Hiller, G. G. (2010). Einleitung. Überlegungen zum interkulturellen Kompetenzerwerb an 
deutschen Hochschulen. In G. G. Hiller & S. Vogler-Lipp (Eds.), Schlüsselqualifikation 
Interkulturelle Kompetenz an Hochschulen. Grundlagen, Konzepte, Methoden (pp. 19–
31). Wiesbaden: VS Verlag für Sozialwissenschaften. 
274   BIBLIOGRAPHY         
Hiller, G. G. (2011). Schlüsselqualifikation Interkulturelle Kompetenz - ein Bildungsauftrag 
der deutschen Hochschulen? In W. Dreyer & U. Hößler (Eds.), Perspektiven 
interkultureller Kompetenz (pp. 238–254). Göttingen: Vandenhoeck & Ruprecht. 
Hiller, G. G., & Wozniak, M. (2009). Developing an intercultural competence programme at 
an international cross-border university. Intercultural Education, 20, 113–124. Retrieved 
from 10.1080/14675980903371019 
Huber, J. (2012). Intercultural competence for all. Preparation for living in a heterogeneous 
world. Council of Europe Pestalozzi Series. Strasbourg Cedex.  
Husband, P. a, & Jacobs, P. a. (2009). Peer mentoring in higher education: A review of the 
current literature and recommendations for implementation of mentoring schemes. The 
Plymouth Student Scientist, 2(1), 228–241. 
Ippolito, K. (2007). Promoting intercultural learning in a multicultural university: ideals and 
realities. Teaching in Higher Education, 12(5–6), 749–763. 
Jackson, J. (2009). Intercultural learning on short-term sojourns. Intercultural Education, 20, 
59–71. Retrieved from 10.1080/14675980903370870 
Jackson, J. (2015a). Becoming interculturally competent: Theory to practice in international 
education. International Journal of Intercultural Relations, 48, 91–107. 
http://doi.org/10.1016/j.ijintrel.2015.03.012 
Jackson, J. (2015b). Preparing students for the global workplace: The impact of a semester 
abroad. Language and Intercultural Communication, 15(1), 76–91. 
http://doi.org/10.1080/14708477.2014.985307 
Johnson, R. B., Onwuegbuzie, A. J., & Turner, L. A. (2007). Toward a definition of mixed 
methods research. Journal of Mixed Methods Research, 1(2), 112–133. 
http://doi.org/10.1177/1558689806298224 
Jon, J.-E. (2013). Realizing internationalization at home in Korean higher education: 
Promoting domestic students’ interaction with international students and intercultural 
BIBLIOGRAPHY          275  
competence. Journal of Studies in International Education, 1028315312468329-. 
http://doi.org/10.1177/1028315312468329 
Jones, E. (2013). Internationalization and employability: The role of intercultural experiences 
in the development of transferable skills. Public Money & Management, 33(2), 95–104. 
http://doi.org/10.1080/09540962.2013.763416 
Kedzior, K. K., Röhrs, W., Kühnen, U., Odağ, Ö., Haber, F., & Boehnke, K. (2015). 
Evaluation of an intercultural peer training for incoming undergraduate students at an 
international university in Germany. SAGE Open, 5(3), 1–9. 
Kinast, E.-U. (2010). Intercultural trainings. In A. Thomas, E.-U. Kinast, & S. Schroll-Machl 
(Eds.), Handbook of intercultural communication and cooperation. Basics and areas of 
application (2nd ed., pp. 159–178). Göttingen: Vandenhoeck & Ruprecht. 
King, P. M., Baxter Magolda, M. B., & Massé, J. C. (2011). Maximizing learning from 
engaging across difference: The role of anxiety and meaning making. Equity & 
Excellence in Education, 44(4), 468–487. http://doi.org/10.1080/10665684.2011.608600 
Klafehn, J., Li, C., & Chiu, C. (2013). To know or not to know, is that the question? 
Exploring the role and assessment of metacognition in cross-cultural contexts. Journal of 
Cross-Cultural Psychology, 44(6), 963–991. http://doi.org/10.1177/0022022113492893 
Klak, T., & Martin, P. (2003). Do university-sponsored international cultural events help 
students to appreciate “difference”? International Journal of Intercultural Relations, 
27(4), 445–465. http://doi.org/10.1016/S0147-1767(03)00033-6 
Kolb, A., & Kolb, D. (2005). Learning styles and learning spaces: Enhancing experiential 
learning in higher education. Academy of Management Learning and Education, 4(2), 
193–212. 
Kolb, D. (1984). Experiential learning. Experience as the source of learning and 
development. Englewood Cliffs, NJ: Prentice-Hall. 
Kratochwill, T. R., & Shernoff, E. S. (2003). Evidence-based practice: Promoting evidence-
276   BIBLIOGRAPHY         
based interventions in school psychology. School Psychology Quarterly, 18(4), 389–408. 
http://doi.org/10.1521/scpq.18.4.389.27000 
Kruse, J. A., Didion, J., & Perzynski, K. (2014). Utilizing the Intercultural Development 
Inventory® to develop intercultural competence. SpringerPlus, 3, 334. 
http://doi.org/10.1186/2193-1801-3-334 
Kuckartz, U. (2014). Mixed Methods: Methodologie, Forschungsdesigns und 
Analyseverfahren. Springer-Verlag. 
Landis, D., & Bhawuk, D. P. S. (2004). Synthesizing theory building and practice in 
intercultural training. In D. R. Landis, J. M. Bennett, & M. J. Bennett (Eds.), Handbook 
of intercultural training (3rd ed., pp. 453–468). Sage Thousand Oaks, CA. 
Leask, B. (2009). Using formal and informal curricula to improve interactions between home 
and international students. Journal of Studies in International Education, 13(2), 205–
221. http://doi.org/10.1177/1028315308329786 
Leask, B. (2010). ‘Beside me is an empty chair‘: The student experience of 
internationalisation. In E. Jones (Ed.), Internationalisation and the student voice. Higher 
education perspectives (pp. 3–17). New York, NY: Routledge. 
Luo, J., & Jamieson-Drake, D. (2014). Predictors of study abroad intent, participation, and 
college outcomes. Research in Higher Education, 56(1), 29–56. 
http://doi.org/10.1007/s11162-014-9338-7 
Luo, X. (2013). Guanxi competence as intercultural competence in business contexts – A 
Chinese perspective. Interculture Journal, 20(12), 69–79. Retrieved from 
http://www.interculture-journal.com/index.php/icj/article/view/191/306 
Manian, R., & Naidu, S. (2009). India: A cross-cultural overview of intercultural competence. 
In D. K. Deardorff (Ed.), The SAGE handbook of intercultural competence (pp. 233–
247). Thousand Oaks, CA: SAGE. 
Marginson, S. (2007). Global position and position taking: The case of Australia. Journal of 
BIBLIOGRAPHY          277  
Studies in International Education, 11(1), 5–32. 
http://doi.org/10.1177/1028315306287530 
Markus, H. R., & Kitayama, S. (2010). Cultures and selves: A cycle of mutual constitution. 
Perspectives on Psychological Science, 5(4), 420–430. 
http://doi.org/10.1177/1745691610375557 
Matsumoto, D., & Hwang, H. C. (2013). Assessing cross-cultural competence: A review of 
available tests. Journal of Cross-Cultural Psychology, 44(6), 849–873. 
http://doi.org/10.1177/0022022113492891 
Matsumoto, D., & Juang, L. (2013). Culture and psychology (5th ed.). Cengage Learning. 
McAllister, L., Whiteford, G., Hill, B., Thomas, N., & Fitzgerald, M. (2006). Reflection in 
intercultural learning: examining the international experience through a critical incident 
approach. Reflective Practice, 7(3), 367–381. 
http://doi.org/10.1080/14623940600837624 
McKenna, L., & Williams, B. (2017). The hidden curriculum in near-peer learning: An 
exploratory qualitative study. Nurse Education Today, 50, 77–81. 
http://doi.org/10.1016/j.nedt.2016.12.010 
McKiernan M, Leahy V, B. B. (2013). Teaching intercultural competence: Challenges and 
opportunities. Italian Journal of Sociology of Education, 5(2), 218–232. 
Medina-Lopez-Portillo, A. (2004). Intercultural learning assessment: The link between 
program duration and the development of intercultural sensitivity. Frontiers, 10(1979), 
179–200. 
Medina-López-Portillo, A., & Sinnigen, J. H. (2009). Interculturality versus intercultural 
competencies in Latin America. In D. K. Deardorff (Ed.), The SAGE handbook of 
intercultural competence (pp. 249–263). Thousand Oaks, CA: SAGE. 
Miles, M. B., Huberman, A. M., & Saldana, J. (2014). Qualitative data analysis: A method 
sourcebook (3rd ed.). Thousand Oaks, CA: Sage Publications. 
278   BIBLIOGRAPHY         
Milstein, T. (2005). Transformation abroad: Sojourning and the perceived enhancement of 
self-efficacy. International Journal of Intercultural Relations, 29(2), 217–238. 
http://doi.org/10.1016/j.ijintrel.2005.05.005 
Nwosu, P. O. (2009). Understanding Africans’ conceptualizations of intercultural 
competence. In D. K. Deardorff (Ed.), The SAGE handbook of intercultural competence 
(pp. 158–178). Thousand Oaks, CA: SAGE. 
Osmond, J., & Roed, J. (2010). Sometimes it means more work … Student perceptions of 
group work in a mixed cultural setting. In E. Jones (Ed.), Internationalisation and the 
student voice. Higher education perspectives (pp. 113–124). New York, NY: Routledge. 
Otten, M. (2000). Impacts of cultural diversity at home. In P. Crowther, M. Joris, M. Otten, B. 
Nilsson, H. Teekens, & B. Wächter (Eds.), Internationalisation at home. A position 
paper. (pp. 15–20). 
Otten, M. (2003). Intercultural learning and diversity in higher education. Journal of Studies 
in International Education, 7(1), 12–26. http://doi.org/10.1177/1028315302250177 
Paige, R. M. (1993). Education for the intercultural experience. Yarmouth, Maine: 
Intercultural Press. 
Parsons, R. L. (2010). The effects of an internationalized university experience on domestic 
students in the United States and Australia. Journal of Studies in International 
Education, 14(4), 313–334. http://doi.org/10.1177/1028315309331390 
Pedersen, P. J. (2009). Teaching towards an ethnorelative worldview through psychology 
study abroad. Intercultural Education, 20, 73–86. Retrieved from 
10.1080/14675980903370896 
Pettigrew, T. F., & Tropp, L. R. (2006). A meta-analytic test of intergroup contact theory. 
Journal of Personality and Social Psychology, 90(5), 751–783. 
http://doi.org/10.1037/0022-3514.90.5.751 
Plano Clark, V. L., Garrett, A. L., & Leslie-Pelecky, D. L. (2010). Applying three strategies 
BIBLIOGRAPHY          279  
for integrating quantitative and qualitative databases in a mixed methods study of a 
nontraditional graduate education program. Field Methods, 22(2), 154–174. 
http://doi.org/10.1177/1525822X09357174 
Quinn Patton, M. (2002). Qualitative research & evaluation methods (3rd ed.). Thousand 
Oaks, CA: SAGE Publications. 
Quintrell, N., & Westwood, M. (1994). The influence of a peer‐pairing program on 
international students’ first year experience and use of student services. Higher 
Education Research & Development, 13(1), 49–58. 
http://doi.org/10.1080/0729436940130105 
Ramirez R., E. (2016). Impact on intercultural competence when studying abroad and the 
moderating role of personality. Journal of Teaching in International Business, 27(2–3), 
88–105. http://doi.org/10.1080/08975930.2016.1208784 
Rathje, S. (2006). Interkulturelle Kompetenz - Zustand und Zukunft eines umstrittenen 
Konzepts. Zeitschrift Für Interkulturellen Fremdsprachenunterricht, 11(3), 1–21. 
Rexeisen, R. J., Anderson, P. H., Lawton, L., & Hubbard, A. C. (2008). Study abroad and 
intercultural development: A longitudinal study. The Interdisciplinary Journal to Study 
Abroad, (17), 1–20. 
Rienties, B., Nanclares, N. H., Jindal-Snape, D., & Alcott, P. (2012). The role of cultural 
background and team divisions in developing social learning relations in the classroom. 
Journal of Studies in International Education, 17(4), 332–353. 
http://doi.org/10.1177/1028315312463826 
Root, E., & Ngampornchai, A. (2013). “I came back as a new human being”: Student 
descriptions of intercultural competence acquired through education abroad experiences. 
Journal of Studies in International Education, 17(5), 513–532. 
Ruben, B. D., & Kealey, D. J. (1979). Behavioral assessment of communication competency 
and the prediction of cross-cultural adaptation. International Journal of Intercultural 
280   BIBLIOGRAPHY         
Relations, 3(1), 15–47. 
Sample, S. G. (2013). Developing intercultural learners through the international curriculum. 
Journal of Studies in International Education, 17(5), 554–572. Retrieved from 
10.1177/1028315312469986 
Saphiere, D., Kappler Mikk, B., & Ibrahim Devries, B. (2005). Communication highwire: 
Leveraging the power of diverse communication styles. London: Nicholas Brealey 
Publishing. 
Schaetti, B. F., Ramsey, S. J., & Watanabe, G. C. (2008). Personal leadership: Making a 
world of difference: A methodology of two principles and six practices. Seattle, WA: 
FlyingKite Publications. 
Schaetti, B. F., Ramsey, S. J., & Watanabe, G. C. (2009). From intercultural knowledge to 
intercultural competence: Developing an intercultural practice. MA Moodian, 
Contemporary Leadership and Intercultural Competence: Understanding and Utilizing 
Cultural Diversity to Build Successful Organizations. Thousand Oaks, CA: Sage 
Publications. 
Schartner, A. (2016). The effect of study abroad on intercultural competence: a longitudinal 
case study of international postgraduate students at a British university. Journal of 
Multilingual and Multicultural Development, 37(4), 402–418. 
http://doi.org/10.1080/01434632.2015.1073737 
Scheitza, A. (2009). Interkulturelle Kompetenz: Forschungsansätze, Trends und 
Implikationen für interkulturelle Trainings. In M. Otten, A. Scheitza, & A. Cnyrim 
(Eds.), Interkulturelle Kompetenz im Wandel. Band 1: Grundlegungen, Konzepte und 
Diskurse (pp. 91–119). Münster: LIT Verlag. 
Schnabel, D. B. L. (2015). Intercultural competence: Development and validation of a 
theoretical framework, a cross-cultural mulitmethod test, and a collaborative assessment 
intervention. Tübingen: Eberhard Karls Universität Tübingen. 
BIBLIOGRAPHY          281  
Schnabel, D. B. L., Kelava, A., Seifert, L., & Kuhlbrodt, B. (2015). Konstruktion und 
Validierung eines multimethodalen berufsbezogenen Tests zur Messung interkultureller 
Kompetenz [Development and validation of a job-related multimethod Test to Measure 
Intercultural Competence]. Diagnostica, 61, 3–21. 
Schnabel, D. B. L., Kelava, A., van de Vijver, F. J. R., & Seifert, L. (2015). Examining 
psychometric properties, measurement invariance, and construct validity of a short 
version of the Test to Measure Intercultural Competence (TMIC-S) in Germany and 
Brazil. International Journal of Intercultural Relations, 49, 137–155. 
http://doi.org/10.1016/j.ijintrel.2015.08.002 
Schreier, M. (2012). Qualitative content analysis in practice. Sage Publications. 
Schutte, N. S., Malouff, J. M., Hall, L. E., Haggerty, D. J., Cooper, J. T., Golden, C. J., & 
Dornheim, L. (1998). Development and validation of a measure of emotional 
intelligence. Personality and Individual Differences, 25, 167–177. 
Schwarzer, R., & Jerusalem, M. (1995). Generalized Self-Efficacy Scale. In J. Weinman, S. 
Wright, & M. Johnston (Eds.), Measures in health psychology: A user’s portfolio. 
Causal and control beliefs. (pp. 35–37). Windsor, UK: NFER-NELSON. 
Shigaki, I. S., & Smith, S. A. (1997). A cultural sharing model: American buddies for 
international students. International Education, 27(1), 5–21. 
Spencer-Oatey, H. (2008). Culturally speaking. Culture, communication and politeness theory 
(2nd ed.). London: Continuum. 
Spencer-Oatey, H. (2012). What is culture? A compilation of quotations. GlobalPAD Core 
Concepts. Retrieved from http://go.warwick.ac.uk/globalpadintercultural 
Spencer-Oatey, H., Dauber, D., Jing, J., & Lifei, W. (2016). Chinese students’ social 
integration into the university community: hearing the students’ voices. Higher 
Education, 1–18. http://doi.org/10.1007/s10734-016-0074-0 
Spitzberg, B. H. (1989). Issues in the development of a theory of interpersonal competence in 
282   BIBLIOGRAPHY         
the intercultural context. International Journal of Intercultural Relations, 13(3), 241–
268. 
Spitzberg, B. H., & Changnon, G. (2009). Conceptualizing intercultural competence. In D. K. 
Deardorff (Ed.), The SAGE handbook of intercultural competence (pp. 2–52). Thousand 
Oaks, CA: SAGE. 
Stebleton, M. J., Soria, K. M., & Cherney, B. (2013). The high impact of education abroad: 
College students ’ engagement in international experiences and the development of 
intercultural competencies. Frontiers: The Interdisciplinary Journal of Study Abroad, 1–
24. 
Stephan, W. G., & Stephan, C. W. (2013). Designing intercultural education and training 
programs: An evidence-based approach. International Journal of Intercultural Relations, 
37(3), 277–286. http://doi.org/10.1016/j.ijintrel.2012.05.001 
Steyn, M., & Reygan, F. (2017). New competencies for intercultural communication: Power, 
privilege, and the decolonisation of higher education in South Africa. In D. K. Deardorff 
& L. A. Arasaratnam-Smith (Eds.), Intercultural competence in higher education. 
International approaches, assessment and application (pp. 83–94). New York, NY: 
Routledge. 
Stier, J. (2006). Internationalisation, intercultural communication and intercultural 
competence. Journal of Intercultural Communication, (11), 1–12. Retrieved from 
http://www.immi.se/jicc/index.php/jicc/article/view/105 
Stone, C. (2000). The SOS program (Students for Other Students): A student mentor program. 
Journal of the Australian and New Zealand Student Services Association, 16, 55–74. 
Stumpf, S., Gruttauer, S., & Bitzer, A. (2011). Plurikulturelle studentische Arbeitsgruppen als 
Ansatz zur Förderung der Integration ausländischer Studierender. In W. Dreyer & U. 
Hößler (Eds.), Perspektiven interkultureller Kompetenz (pp. 280–296). Göttingen: 
Vandenhoeck & Ruprecht. 
BIBLIOGRAPHY          283  
Summers, M., & Volet, S. (2008). Students’ attitudes towards culturally mixed groups on 
international campuses: impact of participation in diverse and non-diverse groups. 
Studies in Higher Education, 33(4), 357–370. 
Thiagarajan, S., & Thiagarajan, R. (2011). Barnga 25th anniversary edition: A simulation 
game on cultural clashes. London: Nicholas Brealey Publishing. 
Thomas, A. (2010). Theoretical basis: Intercultural communication and cooperation. In A. 
Thomas, E.-U. Kinast, & S. Schroll-Machl (Eds.), Handbook of intercultural 
communication and cooperation. Basics and areas of application (pp. 17–52). 
Göttingen: Vandenhoeck & Ruprecht. 
Thomas, D. C., Liao, Y., Aycan, Z., Cerdin, J.-L., Pekerti, A. a, Ravlin, E. C., … van de 
Vijver, F. (2015). Cultural intelligence: A theory-based, short form measure. Journal of 
International Business Studies, 1099–1118. http://doi.org/10.1057/jibs.2014.67 
Todd, P., & Nesdale, D. (1997). Promoting intercultural contact between Australian and 
international university students. Journal of Higher Education Policy and Management, 
19(1), 61–76. http://doi.org/10.1080/1360080970190108 
Topping, K. J. (1996). The effectiveness of peer tutoring in further and higher education: A 
typology and review of the literature. Higher Education, 32(3), 321–345. 
http://doi.org/10.1007/BF00138870 
Triandis, H. C. (1977). Theoretical framework for evaluation of cross-cultural training 
effectiveness. International Journal of Intercultural Relations, 1(4), 19–45. 
Van de Vijver, F. J. R., & Leung, K. (2009). Methodological issues in researching 
intercultural competence. In D. K. Deardorff (Ed.), The SAGE handbook of intercultural 
competence (pp. 404–418). Thousand Oaks, CA: SAGE. 
van der Zee, K., & van Oudenhoven, J. P. (2013). Culture shock or challenge? The role of 
personality as a determinant of intercultural competence. Journal of Cross-Cultural 
Psychology, 44(6), 928–940. http://doi.org/10.1177/0022022113493138 
284   BIBLIOGRAPHY         
Vande Berg, M., Connor-Linton, J., & Paige, R. M. (2009). The Georgetown Consortium 
Project: Interventions for students learning abroad. Frontiers: The Interdisciplinary 
Journal of Study Abroad, XVIII, 1–75. 
Volet, S. E., & Ang, G. (1998). Culturally mixed groups on international campuses: An 
opportunity for intercultural learning. Higher Education Research & Development, 
17(1), 5–23. http://doi.org/10.1080/0729436980170101 
Wang, Y., Deardorff, D. K., & Kulich, S. J. (2017). Chinese perspectives on intercultural 
competence in international higher education. In D. K. Deardorff & L. A. Arasaratnam-
Smith (Eds.), 2Intercultural competence in higher education. International approaches, 
assessment and application (pp. 95–109). New York, NY: Routledge. 
Wang, Y., Harding, R., & Mai, L.-W. (2012). Impact of cultural exposure on young Chinese 
students’ adaptation in a UK business school. Studies in Higher Education, 37(5), 621–
639. Retrieved from 10.1080/03075079.2010.536528 
Wang, Y., & Kulich, S. J. (2015). Does context count? Developing and assessing intercultural 
competence through an interview- and model-based domestic course design in China. 
International Journal of Intercultural Relations, 48, 38–57. 
http://doi.org/10.1016/j.ijintrel.2015.03.013 
Ward, C., & Masgoret, A.-M. (2004). The experiences of international students in New 
Zealand. Report on the Results of a National Survey. Wellington: Ministry of Education. 
Westwood, M. J., & Barker, M. (1990). Academic achievement and social adaptation among 
international students: A comparison groups study of the peer-pairing program. 
International Journal of Intercultural Relations, 14, 251–263. 
Wilson, J., Ward, C., & Fischer, R. (2013). Beyond culture learning theory: What can 
personality tell us about cultural competence? Journal of Cross-Cultural Psychology, 
44(6), 900–927. http://doi.org/10.1177/0022022113492889 
Wilson, V. (1997). Focus groups: A useful qualitative method for educational research? 
BIBLIOGRAPHY          285  
British Educational Research Journal, 23(2), 209–224. 
Woods, P., Poropat, A., Barker, M., Hills, R., Hibbins, R., & Borbasi, S. (2013). Building 
friendship through a cross-cultural mentoring program. International Journal of 
Intercultural Relations, 37(5), 523–535. http://doi.org/10.1016/j.ijintrel.2013.08.004 
Yamazaki, Y. (2005). Learning styles and typologies of cultural differences: A theoretical and 
empirical comparison. International Journal of Intercultural Relations, 29(5), 521–548. 
http://doi.org/10.1016/j.ijintrel.2005.07.006 
Yan Lo-Philip, S. W., Carroll, C., Li Tan, T., Ann, O. Y., Heng Tan, Y., & Hwee Seow, S. 
(2015). Transforming educational practices: Cultural learning for short-term sojourners. 
International Journal of Intercultural Relations, 49(12), 223–234. 
http://doi.org/10.1016/j.ijintrel.2015.10.006 
Yashima, T. (2010). The effects of international volunteer work experiences on intercultural 
competence of Japanese youth. International Journal of Intercultural Relations, 34(3), 
268–282. http://doi.org/10.1016/j.ijintrel.2009.12.003 
Zaharna, R. S. (2009). An associative approach to intercultural communication competence in 
the Arab world. In D. K. Deardorff (Ed.), The SAGE handbook of intercultural 
competence (pp. 179–195). Thousand Oaks, CA: SAGE. 
Zhang, M. M., Xia, J., Fan, D., & Zhu, J. C. (2016). Managing student diversity in business 
education: Incorporating campus diversity into the curriculum to foster inclusion and 
academic success of international students. Academy of Management Learning and 
Education, 15(2), 366–380. http://doi.org/10.5465/amle.2014.0023 
Zhang, Z., & Brunton, M. (2007). Differences in living and learning: Chinese international 
students in New Zealand. Journal of Studies in International Education, 11(2), 124–140. 
http://doi.org/10.1177/1028315306289834 
286   APPENDIX         
Appendix A 
Baseline questionnaire and variations for questionnaires used at other time points 
 
Study on Intercultural Services at Jacobs University Bremen 
 This survey is part of a longitudinal study which means that you will be asked to fill in another questionnaire at the end of the course.    To guarantee confidentiality of your data, you will first create a personal code by following the 
instructions below:   
 
Instruction Enter your letter/number here Last letter of last name (e.g. Miller – R)   Last digit of year of birth (e.g. 1994 – 4)   First letter of first name (e.g. Jon – J)   The first digit of your month of birth  (e.g. born in July – 7; born in December – 1)   
     
 
 
Please remember that your input on all questions is highly valued.  
Should you, however, feel that you cannot or do not want to answer any of the questions,  
please skip it and proceed with the next question. 
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Please indicate how much the following statements apply to you. Remember that there is no right 
or wrong answer as this is about your unique experience and preferences. 
 
 
 
Does not 
apply at 
all 
 
1 
Does 
not 
apply 
 
2 
Does 
rather 
not apply 
 
3 
Does 
rather 
apply 
 
4 
Does 
apply 
 
 
5 
Fully 
applies 
 
 
6 Before I travel to another country I read a lot about it. □ □ □ □ □ □ I am good at finding compromise.  □ □ □ □ □ □ I think about what makes up my culture. □ □ □ □ □ □ I notice immediately when the behavior of the person I am speaking to does not match what they are saying. □ □ □ □ □ □ In order to prepare for a stay abroad I systematically gather information. □ □ □ □ □ □ In a group I am the person who unites differing approaches.  □ □ □ □ □ □ I notice quickly when conflict is beginning to develop. □ □ □ □ □ □ I always focus on my aims.  □ □ □ □ □ □ I use a large part of my free time in order to cultivate social contacts. □ □ □ □ □ □ I think about my cultural identity.  □ □ □ □ □ □ I notice quickly when there is a problem between two people.  □ □ □ □ □ □ In order to develop personally I set myself specific aims. □ □ □ □ □ □ I take part in different types of activities to make new social contacts. □ □ □ □ □ □ I know how other people feel without them having to tell me. □ □ □ □ □ □ I am good at mediating between people with conflicting interests.  □ □ □ □ □ □ If I pursue an aim I concentrate fully on achieving it.  □ □ □ □ □ □ I make an effort to understand to what extent my behavior is shaped by culture.  □ □ □ □ □ □ I find it easy to interpret the mood of a conversation through the behavior of the person I am speaking to. □ □ □ □ □ □ When planning a trip abroad I use various sources of information. □ □ □ □ □ □ I actively contribute towards building social contacts.  □ □ □ □ □ □ I comprehend the feelings of others well.  □ □ □ □ □ □ When I plan something I usually then go on to achieve my aim. □ □ □ □ □ □ I find it easy to adopt a mediating role when differing opinions arise during discussions. □ □ □ □ □ □ I strive to meet new people. □ □ □ □ □ □ I think about the extent to which my views are determined by my cultural background. □ □ □ □ □ □ 
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Below is a collection of statements about your everyday experience. Using the scale below, please 
indicate how frequently or infrequently you currently have each experience. Please answer 
according to what really reflects your experience rather than what you think your experience 
should be. 
 
 
 
 
Almost 
always 
 
1 
Very 
frequently 
 
2 
Somewhat 
frequently 
 
3 
Somewhat 
infrequently 
 
4 
Very 
infrequently 
 
5 
Almost 
never 
 
6 I could be experiencing some emotion and not be conscious of it until some time later. □ □ □ □ □ □ I break or spill things because of carelessness, not paying attention, or thinking of something else. □ □ □ □ □ □ I find it difficult to stay focused on what’s happening in the present. □ □ □ □ □ □ I tend to walk quickly to get where I’m going without paying attention to what I experience along the way. □ □ □ □ □ □ I tend not to notice feelings of physical tension or discomfort until they really grab my attention. □ □ □ □ □ □ I forget a person’s name almost as soon as I’ve been told it for the first time. □ □ □ □ □ □ It seems I’m “running on automatic” without much awareness of what I’m doing. □ □ □ □ □ □ I rush through activities without being really attentive to them. □ □ □ □ □ □ I get so focused on the goal I want to achieve that I lose touch with what I am doing right now to get there. □ □ □ □ □ □ I do jobs or tasks automatically, without being aware of what I’m doing. □ □ □ □ □ □ I find myself listening to someone with one ear, doing something else at the same time. □ □ □ □ □ □ I get to places on “automatic pilot” and then wonder how I went there. □ □ □ □ □ □ I find myself preoccupied with the future or the past. □ □ □ □ □ □ I find myself doing things without paying attention. □ □ □ □ □ □ I snack without being aware of what I’m eating. □ □ □ □ □ □ 
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Please indicate your agreement with the following statements in terms of how much they apply to 
you or describe your preferences. Remember that there is no right or wrong answer as this is 
about your unique experience and preferences.  
 Strongly 
disagree 
 
1 
 
Disagree 
 
2 
Somewhat 
disagree 
 
3 
Neither 
agree nor 
disagree 
4 
Somewhat 
agree 
 
5 
 
Agree 
 
6 
Strongly 
agree 
 
7 I see myself as extraverted, enthusiastic.  □ □ □ □ □ □ □ I can always manage to solve difficult problems if I try hard enough. □ □ □ □ □ □ □ I lead a purposeful and meaningful life.  □ □ □ □ □ □ □ I see myself as critical, quarrelsome.  □ □ □ □ □ □ □ My social relationships are supportive and rewarding.  □ □ □ □ □ □ □ I know the ways in which cultures around the world are different. □ □ □ □ □ □ □ If someone opposes me, I can find the means and ways to get what I want.  □ □ □ □ □ □ □ I am engaged and interested in my daily activities.  □ □ □ □ □ □ □ It is easy for me to stick to my aims and accomplish my goals.  □ □ □ □ □ □ □ I see myself as dependable, self-disciplined.  □ □ □ □ □ □ □ By thinking deeply about myself, I can discover what I really want in life and how I might get it. □ □ □ □ □ □ □ I can give examples of cultural differences from my personal experience, reading, and so on.  □ □ □ □ □ □ □ I am confident that I could deal efficiently with unexpected events.  □ □ □ □ □ □ □ I actively contribute to the happiness and well-being of others.  □ □ □ □ □ □ □ I see myself as anxious, easily upset. □ □ □ □ □ □ □ What I have learned about myself in the past has helped me to respond better to difficult situations. □ □ □ □ □ □ □ I enjoy talking with people from different cultures.  □ □ □ □ □ □ □ I am competent and capable in the activities that are important to me.  □ □ □ □ □ □ □ Thanks to my resourcefulness, I know how to handle unforeseen situations.  □ □ □ □ □ □ □ If I need to, I can reflect about myself and clearly understand the feelings and attitudes behind my past behaviors. □ □ □ □ □ □ □ I have the ability to accurately understand the feelings of people from other cultures. □ □ □ □ □ □ □ I am a good person and live a good life.  □ □ □ □ □ □ □ I see myself as open to new experiences, complex.  □ □ □ □ □ □ □ I can solve most problems if I invest the necessary effort.   □ □ □ □ □ □ □ 
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 Strongly 
disagree 
 
1 
 
Disagree 
 
2 
Somewhat 
disagree 
 
3 
Neither 
agree nor 
disagree 
4 
Somewhat 
agree 
 
5 
 
Agree 
 
6 
Strongly 
agree 
 
7 While I am in the middle of a personal problem, I get to involved that I just cannot at the same time rise above the situation and clearly examine what I am thinking or feeling. 
□ □ □ □ □ □ □ 
I sometimes try to understand people from another culture by imagining how something looks from their perspective.  □ □ □ □ □ □ □ Most of the time, I get so involved in what is going on that I really cannot see how I am responding to a situation. □ □ □ □ □ □ □ I can remain calm when facing difficulties because I can rely on my coping abilities. □ □ □ □ □ □ □ I am optimistic about my future. □ □ □ □ □ □ □ Often, I am unaware of my thoughts and feelings as they are happening, and only later get some idea about what I may really have been experiencing. 
□ □ □ □ □ □ □ 
I see myself as reserved, quiet.  □ □ □ □ □ □ □ When I am confronted with a problem, I can usually find several solutions.  □ □ □ □ □ □ □ People respect me. □ □ □ □ □ □ □ When I get upset, I immediately react without any clear awareness of what I am doing. □ □ □ □ □ □ □ If I am in trouble, I can usually think of a solution.  □ □ □ □ □ □ □ I can change my behavior to suit different cultural situations and people. □ □ □ □ □ □ □ Often my feelings about an experience are so complex and contradictory than I don’t even try to understand them as they are going on. 
□ □ □ □ □ □ □ 
I see myself sympathetic, warm.  □ □ □ □ □ □ □ I accept delays without becoming upset when in different cultural situations and with culturally different people.  □ □ □ □ □ □ □ During a demanding experience, I never even try to understand the thoughts and feelings that are flowing though me because it is all too confusing. 
□ □ □ □ □ □ □ 
I can usually handle whatever comes my way.  □ □ □ □ □ □ □ I see myself as disorganized, careless. □ □ □ □ □ □ □ In some situations, I almost never can understand why I have behaved in particular ways, so I usually don’t even try. 
□ □ □ □ □ □ □ 
I am aware of the cultural knowledge I use when interacting with someone from another culture.  
□ □ □ □ □ □ □ 
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 Strongly 
disagree 
 
1 
 
Disagree 
 
2 
Somewhat 
disagree 
 
3 
Neither 
agree nor 
disagree 
4 
Somewhat 
agree 
 
5 
 
Agree 
 
6 
Strongly 
agree 
 
7 Spending time to know and understand my thoughts and feeling has almost never helped me to know myself better. □ □ □ □ □ □ □ I see myself as calm, emotionally stable. □ □ □ □ □ □ □ I think a lot about the influence that culture has on my behavior and that of others who are culturally different.  □ □ □ □ □ □ □ Anytime I try to analyze my contributions to a problem, I get confused. □ □ □ □ □ □ □ I see myself as conventional, uncreative.  □ □ □ □ □ □ □ I am aware that I need to plan my course of action when in different cultural situations and with culturally different people. 
□ □ □ □ □ □ □ 
 
 
 
Next, please read through the following six situations and tick the answer that best describes how 
you would react or behave in this situation. Do not overthink your answer but provide your 
intuitive preference in any of the given situations.  
 
 
Situation 1:  For one of your courses, you are working on a project with a student from another country. Just like you, the student has just arrived at Jacobs University and you soon notice that he or she does not seem to feel comfortable in the new environment. How do you deal with this situation? 
 I ask how the student is feeling and observe the reaction. 
 I can sense the student’s insecurity, but do not know how to approach it.  
 As we are only working together on this project, I do not address it. 
 I try to win the student’s trust and then carefully ask about the student’s feelings.    
Situation 2:  You have been accepted to go to study abroad for one semester at a university in a country that you have not yet lived in or visited. How are you most likely to prepare for this? 
 As I am always polite and friendly, I do not expect major conflicts in the new country. 
 I am well-prepared with my travel guide and feel optimistic about the new culture. 
 I do not prepare in a specific way, I just immerse myself in the new situation and culture. 
 I try to gather as much information as possible about the new location and culture before departure.  
 
 
Situation 3:  You move to a new city for an internship and do not yet know anyone there. How are you most likely to behave in this situation?  
 I concentrate on my work. 
 I try to get to know new people in various free time activities. 
 I have long phone calls with my friends and family during my free time to not feel lonely.  
 I am friendly to everyone I meet to signal my interest in getting to know new people. 
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Situation 4:  You have an important course assignment that you planned to complete by the end of the month. However, after a while you realize that you have hardly made progress. How are you most likely to behave in such a situation? 
 I focus on the parts of the assignment that are going well. 
 I delay completion of the assignment to the last minute.  
 I clearly define what I must achieve at which time to complete the assignment as planned. 
 I try to identify and eliminate the reasons responsible for my lack of progress so far.     
Situation 5:  You are working on a group assignment for one of your classes and there are five different cultures represented in your group. While working on a problem-solving task, there is a heated discussion between people of different opinions. How do you react? 
 I carefully observe the situation and try to sooth the discussion. 
 I actively join the discussion to assert my solution.  
 As such discussions quickly get too much for me to handle, I leave the room. 
 I offer to moderate the discussion to collect ideas for solutions and jointly weigh the advantages and disadvantages of each alternative.    
Situation 6:  You are studying at a university in a foreign country for a semester abroad. You are expected to write a report on how academics and teaching at your host university differ from that at Jacobs University Bremen. You soon notice many differences, also concerning the two cultures in general. How to you deal with this situation? 
 As the focus is on academics, I exclusively focus on the academic life and not the country’s culture.  
 I learn about cultural values and norms of both countries to be able to judge whether differences in academic culture could be based on cultural differences.  
 I am asking intercultural services for advice as I do not know much about cultural differences. 
 I am aware of the cultural similarities and differences of the two countries and I can integrate this knowledge into my report.   
 
If you have any additional comments on the situations above, you can note them down here: ____________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________  
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Finally, there are some questions about your emotional life, in particular, how you control (that is, 
regulate and manage) your emotions. The questions below involve two distinct aspects of your 
emotional life. One is your emotional experience, or what you feel like inside. The other is your 
emotional expression, or how you show your emotions in the way you talk, gesture, or behave.  
 
For each item, please use the scale provided to indicate how much you agree or disagree with each 
of the statements. 
  Strongly 
disagree 
 
1 
 
Disagree 
 
2 
Somewhat 
disagree 
 
3 
Neither 
agree nor 
disagree 
4 
Somewhat 
agree 
 
5 
 
Agree 
 
6 
Strongly 
agree 
 
7 When I want to feel more positive emotion (such as joy or amusement), I change what I’m thinking about. □ □ □ □ □ □ □ I keep my emotions to myself. □ □ □ □ □ □ □ When I want to feel less negative emotion (such as sadness or anger), I change what I’m thinking about. □ □ □ □ □ □ □ When I am feeling positive emotions, I am careful not to express them. □ □ □ □ □ □ □ When I’m faced with a stressful situation, I make myself think about it in a way that helps me to stay calm. □ □ □ □ □ □ □ I control my emotions by not expressing them. □ □ □ □ □ □ □ When I want to feel more positive emotion, I change the way I’m thinking about the situation. □ □ □ □ □ □ □ I control my emotions my changing the way I think about the situation I’m in. □ □ □ □ □ □ □ When I am feeling negative emotions, I make sure not to express them. □ □ □ □ □ □ □ When I want to feel less negative emotion, I change the way I’m thinking about the situation. □ □ □ □ □ □ □ I am aware of my emotions as I experience them. □ □ □ □ □ □ □ When I experience a positive emotion, I know how to make it last. □ □ □ □ □ □ □ I know when my emotions change. □ □ □ □ □ □ □ I seek out activities that make me happy. □ □ □ □ □ □ □ I easily recognize my emotions as I experience them. □ □ □ □ □ □ □ I have control over my emotions. □ □ □ □ □ □ □   
Baseline additionally included: 
 
Please describe in your own words what ‘intercultural competence’ means to you: _______________________________________________________________________________________ _______________________________________________________________________________________ _______________________________________________________________________________________ _______________________________________________________________________________________ _______________________________________________________________________________________  
294   APPENDIX         
(last page of baseline and pre-test) 
 
You are almost finished, please answer these short demographic questions:  I identify myself as:   female   male   other   do not want to say  Please specify your age: ____________ (in years)  Please indicate your study focus area:  Mobility   Health   Diversity  other: ____________________________  Country of birth: ___________________________________________________________________________ Nationality (i.e. citizenship): ______________________________________________________________ Mother tongue(s): _________________________________________________________________________ Country of birth of mother: _______________________________________________________________ Country of birth of father: ________________________________________________________________ Language(s) spoken at home: ____________________________________________________________  Did you ever live in any other country different from the one you were born in (before coming to Jacobs University in Bremen, Germany)? 
 no   yes, please name the countries and how long you lived there: ______________________________________________________________________________________________________________________________________________________________________________  Did you participate in any other intercultural training before coming to Jacobs University Bremen?   
 no   yes, please specify: _____________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________________  
 
 
Thank you for your participation! 
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(last page of post-test) 
 
You are almost finished, please answer these questions on the course: 
 
  Strongly 
disagree 
 
1 
 
Disagree 
 
2 
Somewhat 
disagree 
 
3 
Neither 
agree nor 
disagree 
4 
Somewhat 
agree 
 
5 
 
Agree 
 
6 
Strongly 
agree 
 
7 The course enabled me to develop my own intercultural competence further. □ □ □ □ □ □ □ I have learned things that I can apply to my everyday life at Jacobs. □ □ □ □ □ □ □ I liked the workshops. □ □ □ □ □ □ □ I liked the lectures. □ □ □ □ □ □ □ The lectures helped me to gain more knowledge on intercultural topics. □ □ □ □ □ □ □ The workshops allowed me to practice intercultural competence. □ □ □ □ □ □ □ The workshops allowed me to get to know my peers better. □ □ □ □ □ □ □ The workshops allowed me to learn more about myself. □ □ □ □ □ □ □ The peer trainers were competent instructors. □ □ □ □ □ □ □ The peer trainers were credible role models. □ □ □ □ □ □ □ I felt comfortable sharing my experience and thoughts in the workshops. □ □ □ □ □ □ □ The reflective papers (homework) contributed to my learning. □ □ □ □ □ □ □ I would have preferred to have an exam instead of the reflective papers. □ □ □ □ □ □ □ I feel I have not learned anything useful in this course. □ □ □ □ □ □ □ I would recommend this course to others. □ □ □ □ □ □ □  
 
Please write down what you think about the benefits and challenges of having the workshops 
facilitated by peer trainers. (bullet points are sufficient) 
 
Benefits / things that I liked   Challenges / think that I did not like                
 
Thank you for your participation! 
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Follow-up questionnaire (online-based using Unipark) 
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Appendix B 
Interview guide (for pre- and post-interviews with n=10 students) 
 
Interview Guide – Pre-Interview 
Thanks a lot for volunteering to participate in this interview. I have prepared some questions 
on your reasons for taking the class and your expectations and then I would like to hear more 
about your experience here at Jacobs. There is no right or wrong answer to any of the 
questions, I just want you to tell me anything that comes to your mind. If you are not sure 
about a question or do not want to answer it, just let me know. Other than that, just talk as 
much as you like, my role is mainly to listen and learn from your experience.  
 
Introduction, Motivation and Expectations about the Course 
 Please take a moment to introduce yourself (who are you, where are you from, what 
do you study)? 
 Why did you choose the class “Intercultural Competence in Practice”?  
o What is your motivation or reason to take it? 
o What do you expect to learn?  
 What do you associate with the course title “Intercultural Competence in Practice”? 
o What does intercultural competence mean to you?  
o How can we practice intercultural competence?  
 
Experienced Intercultural Challenge 
Take a moment to think about your experience at Jacobs University so far. All of us here 
experience challenging intercultural interactions. Try to remember a situation where you were 
interacting with one or several people from other cultures and experienced the situation to be 
challenging.  
 What happened?  
 Who was involved?  
 What were the challenges you perceived?  
 How did you feel in this situation?  
o Can you remember any particular emotions that you had? 
 Sometimes people also report specific physical sensations in challenging moments, 
such as a tight feeling in the chest or a pumping heart. Do you by any chance 
remember having had specific physical sensations? 
 
 How did you behave? What was the outcome?  
 How did the other people behave?  
 Why do you think they behaved this way?  
 Were you satisfied with the outcome? Why/why not?  
o What could you or others have done differently to produce a more satisfying 
outcome? 
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Experienced Positive Intercultural Situation 
Now take a moment to think about a particularly positive experience with one or several 
people from other cultures.  
 What happened?  
 Who was involved?  
 What was positive about the experience?  
 How did you feel in this situation?  
o Can you remember any particular emotions that you had? 
 Sometimes people also report specific physical sensations in challenging moments, 
such as a tight feeling in the chest or a pumping heart. Do you by any chance 
remember having had specific physical sensations? 
 How did you behave? What was the outcome?  
 How did the other people behave?  
 Why do you think they behaved this way?  
 Were you satisfied with the outcome? Why/why not?  
o What could you or others have done differently to produce a more satisfying 
outcome? 
 
Thanks a lot for sharing your experiences and thoughts with me.  
To conclude the interview, I am interested in your thoughts on some elements of how this 
course is structured and done.  
 
 What do you think about combining lectures with workshops? 
o What are pros and cons of the lectures? 
o What are the pros and cons of the workshops? 
 How do you feel about the involvement of older students as instructors of the 
workshops?  
o Which benefits do you see? 
o Which challenges do you see? 
 Instead of exams, the course work is mainly to complete these weekly tasks for your 
portfolio. What do you think about this? 
 
Is there anything you would like to add or ask before we finish? 
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Interview Guide – Post-Interview 
Thanks a lot for volunteering to participate in this interview. Like last time, there will be 
questions on how you experienced the course and what you think about certain elements of it. 
There is no right or wrong answer to any of the questions, I just want you to tell me anything 
that comes to your mind. If you are not sure about a question or do not want to answer it, just 
let me know. Other than that, just talk as much as you like, my role is mainly to listen and 
learn from your experience.  
 
Overall Experience of the Course 
 How was your overall experience of the course? 
 If you think back to your expectations about the course, do you feel that your 
expectations were met? Why/why not? 
 Was there anything that stood out for you? 
o Was there any topic or activity that you particularly liked? 
 Was there anything that bothered you? 
 
Specific Elements of the Course 
 What do you think about combining lectures with workshops? 
o What did you like about the lectures? And what did you not like as much? 
o What did you like about the workshops? And what did you not like as much? 
 How do you feel about the involvement of older students as instructors of the 
workshops?  
o Which benefits did you experience? Can you give an example? 
o Which challenges did you experience? Can you give an example? 
 Instead of exams, the course work was mainly to complete these weekly tasks for your 
portfolio. How did this work for you? 
o What did you like about it? 
o What, if anything, did you find challenging? 
o How did you feel about receiving feedback on your portfolio? 
 You also had readings for some of the lectures. To what extent did you find the 
readings useful? 
 
Learnings and Transfer – In General 
 I am interested to hear what you feel you have learned in this course. Could you 
describe what you are taking away from it? 
 Was there anything in terms of content that you felt was missing?  
o What are your open questions after this course? 
 Thinking about everything you have learned, how would you now define intercultural 
competence? 
o What are ingredients of intercultural competence? What do you need to be 
successful across cultures? 
o Do you feel that this course has helped you to develop or strengthen some of 
those ingredients? If so, which?  If not, why not? 
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Learnings and Transfer – Part I on Cross-Cultural Psychology 
 In the first half of the semester, we mainly dealt with how to define culture, where it 
comes from, how it affects our cognition and perception and how it plays out in 
intercultural interaction, e.g. in differences in communication styles. I would be 
curious what you take away from this part.  
o What did you learn?  
o What surprised you?  
o Do you feel more knowledgeable about culture and how it affects us? 
 In the reflective papers, you also were encouraged to think a lot about your own 
cultural background. To what extent do you feel you are more aware of your own 
culture and how it influences you? Can you give examples of what you have learned? 
 How relevant to you find these contents to the topic of intercultural competence in 
practice? 
 
Learnings and Transfer – Part II on Personal Leadership 
 In the second half of the semester, we mainly dealt with Personal Leadership as one 
tool for practicing intercultural competence. I would be curious what you take away 
from this part.  
o What did you learn?  
o What surprised you?  
 One of the core processes of Personal Leadership is self-reflection, as done with the 
Critical Moment Dialogue. Which value do you see in learning about this and trying it 
out? Is there anything you find useful for other contexts? 
 Personal Leadership encourages us to be mindful of our judgments, emotions, and 
physical sensations. Have you noticed any change in how mindful you are in everyday 
life? 
 Personal Leadership also focuses a lot on holding a vision. What do you think about 
this?  
 Another central element is cultivating stillness. What is your experience with this? Is 
there anything you learned that you take into your everyday life?  
o Do you have any stillness practice?  
 If yes, what does it look like? When and why did you introduce it to 
your life?  
 If no, which value, if any, do you see in having a stillness practice? 
What keeps you from having one? 
 Yet another practice is being able to engage ambiguity. What is your experience with 
this? Is there anything you learned that you take into your everyday life? 
 In general, how relevant to you find these contents to the topic of intercultural 
competence in practice? 
To close this interview, my final question is:  
 Would you recommend this course to others? Why/why not?  
o If yes: How would you describe this course to them? 
o If yes: How would you “sell” it to them? 
 Do you have any final comments or remarks? 
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Appendix C 
Coding frame for the qualitative content analysis (QCA) of students’ definitions of 
intercultural competence  
Please note: Subcategories marked with an asterisk (*) are based on the items used in 
Deardorff’s (2006) research as summarized in table 2 in Deardorff (2006) 
 
INDIVIDUAL 
LEVEL 
The individual level includes affective, cognitive, and behavioral dimensions which 
pertain to attitudes, motivation, knowledge, and skills of the individual that exist 
“independent” of the intercultural situation but are drawn upon during the 
interaction and influence how an individual engages with the situation. They might 
also change through such situations. 
Affective 
Dimension 
The attitudes and motivations that individuals hold with regard to culturally different 
people, intercultural situations, and cultural diversity. 
Name Definition Examples Decision Rules 
*Openness This category is applicable 
to statements referring to 
general openness to people 
from other cultures and to 
intercultural learning, 
using words such as “being 
open”, “being open-
minded”, “open-
mindedness”, “to open up” 
and the like.  
“To me it means the ability to 
open up to other cultures, 
[…].” 
“Intercultural competence 
means to be open-minded 
towards foreign people and 
cultures.” 
“It is also keeping an open 
mind […]” 
“Openness” is different 
from 
“Curiosity/Discovery” in 
that openness is coded if 
respondents describe a 
more general and passive 
attitude of being open to 
intercultural situations 
and people from other 
cultures without any 
explicit reference to 
actively seeking such 
interactions.  
*Curiosity/ 
Discovery 
This category is applicable 
to statements about being 
curious or wanting to learn 
about other cultures in 
general, seeking 
interaction with people 
from other cultures to learn 
about their culture, or 
wanting to discover 
another culture. Such 
statements might include 
words such as “curiosity” 
or “being curious”, “to 
explore” or “to discover” 
and the like. 
“[…]; have the curiosity to 
explore/understand the 
differences; […]” 
“Exploration of different 
cultural backgrounds […]” 
In contrast to 
“Openness”, 
“Curiosity/Discovery” is 
applicable to statements 
in which respondents 
refer to a more proactive 
attitude which motivates 
them to actively seek 
intercultural contact and 
learn about other 
cultures. 
*Respect for 
Other Cultures 
An attitude of respect for 
other cultures and 
worldviews which is 
related to valuing other 
cultures and valuing 
cultural diversity. This 
category is applicable if 
the word “respect” is 
mentioned in relation to 
“[…] remembering to respect 
the differences and embrace 
the similarities.” 
“Showing respect.” 
“[…] being able to respect 
those differences in social 
situations.” 
To code “Respect”, the 
respondent needs to refer 
to valuing cultural 
diversity or other 
cultures (in contrast to 
tolerating them, in which 
case cultural differences 
are accepted but not 
necessarily valued) or 
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cultural differences, other 
cultures, or people from 
other cultures. It can also 
be applied to positive 
statements on cultural 
diversity (e.g. being 
enriching, appreciating 
diversity, embracing 
diversity). 
explicitly mention the 
word “respect”. 
Tolerance/ 
Acceptance 
This category is applicable 
to statements on tolerating 
or accepting other cultures, 
people from other cultures, 
or cultural differences of 
any kind.  
“Intercultural competence is 
the ability to accept other 
cultures, […]” 
“[…] accept that they [other 
cultures] can be very different 
from yours.” 
“The ability to tolerate, accept 
and appreciate those who are 
different from your own.” 
In contrast to “Respect”, 
“Tolerance” refers to 
accepting or tolerating 
cultural differences 
without explicitly 
considering them to be of 
positive value.   
Valuing Own 
Culture 
This category is applicable 
to references to being 
proud of one’s own culture 
or cultural identity, to 
value the own culture, and 
to not forget the own 
culture when interacting 
with people from other 
cultures or when moving 
into a different cultural 
environment. 
“This means to feel proud of 
your own culture and 
recognizing others but not 
feeling intimidated with your 
own.” 
“Someone doesn’t forget the 
original culture at the same 
time he/she can get used to the 
new one.” 
This category is separate 
from “Cultural Self-
Awareness” to 
distinguish statements 
pertaining to being aware 
of one’s culture and its 
influence on perception 
and behavior in general 
from those referring to 
(emotionally) valuing 
one’s own culture, 
maintaining one’s 
cultural identity, and 
being proud of one’s 
culture. 
Behavioral 
Dimension 
The abilities and skills that an individual can draw upon when interacting with culturally 
different people intercultural situations. 
Name Definition Examples Decision Rules 
*Ability to listen 
and observe 
This category is applicable 
for references to being able 
to listen to culturally 
different people and 
observe or recognize 
cultural differences.   
“Being able to observe the 
differences […]” 
“The ability to observe 
cultural differences; […]” 
 
*Ability to 
analyze, 
interpret, and 
relate 
This category is used for 
statements on the ability to 
analyze, interpret, and 
relate information and 
observations of cultural 
differences. 
“[…] the ability to assess the 
existing difference between 
two or more cultures […]” 
 
Ability to relate 
to others 
 
This category can be used 
for references to building 
networks, making friends, 
mingling, connecting and 
building relationships with 
“The ability to easily connect 
with people from different 
backgrounds.” 
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people from other cultures 
or countries.  
“I can manage easily be 
friends with people from all 
around the globe” 
Cognitive 
Dimension 
The knowledge that an individual can draw upon when interacting with culturally 
different people intercultural situations. 
Name Definition Examples Decision Rules 
*Cultural Self-
Awareness 
This category is applicable 
to any statement that 
pertains to being aware of 
and knowing one’s own 
cultural identity or cultural 
programming, i.e. 
recognizing one’s cultural 
values, beliefs, and norms, 
as well as their influence 
on one’s perception and 
interpretation of the world.  
 
“Being aware of your own 
cultural identity […]” 
“To me intercultural 
competence means the act of 
representing one’s own 
culture, tradition, norms and 
values to the people who have 
different set of culture.” 
This category is separate 
from “Valuing Own 
Culture” in that it 
pertains to references to 
being aware of one’s 
culture and its influence 
on perception and 
behavior in general 
without explicitly 
referring to (emotionally) 
valuing one’s own 
culture and being proud 
of one’s culture. 
*Understanding  
of Culture 
This category is applicable 
to all statements showing 
an understanding and 
awareness of the concept 
of culture and that there 
are cultural differences in 
norms, values, beliefs, etc. 
It can be coded when 
respondents refer to being 
aware of cultural 
differences, understanding 
different cultures or 
cultural differences or 
people from other cultures.  
It is a catch-all category 
for vague statements 
pertaining to 
“understanding (people 
from) different cultures” or 
“understanding cultural 
differences”. 
“Intercultural competence 
means that you can 
understand other cultures 
[…]” 
“The ability to comprehend 
and understand other cultures 
at a high standard.” 
“Understanding different 
cultural values […]” 
“Intercultural competence 
means being aware of other 
people’s cultures […]” 
This category is used 
whenever there is 
reference to cultural 
differences in general 
without explicitly 
mentioning specific 
cultures. In case of the 
latter, the category 
“Culture-Specific 
Knowledge” is more 
applicable. This category 
refers more generally to 
having an understanding 
of culture, cultural 
differences, values, etc.  
*Culture-
Specific 
Information 
This category is used for 
segments relating to 
having specific knowledge 
about certain cultures, i.e. 
when respondents 
explicitly refer to knowing 
about rituals, norms, food, 
gestures, and history of 
specific cultures.  
 
 
“An interculturally competent 
person knows the ways of 
behaving, the unspoken rules, 
all gestures of other cultures.” 
“For instance understanding 
the food, languages and 
preferences of certain 
cultures.” 
This category is different 
from “Understanding of 
Culture” in that it 
requires references to 
specific cultures (e.g. 
referring to “these 
cultures” or explicitly 
naming them) or specific 
aspects of culture such as 
rituals and history. 
*Sociolinguistic 
Awareness 
This category is applicable 
to statements that 
Hypothetical example: 
“Being able to adapt your 
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demonstrate awareness of 
the relation between 
language and meaning in 
societal contexts as well as 
issues of power and 
language (e.g. which 
language is used in 
intercultural interaction).  
language and words to the 
person you are interacting 
with.” 
INTERACTION 
LEVEL 
The interaction level pertains to dimensions relevant in the actual intercultural 
interaction between two or more individuals (who bring their individual factors to the 
situation). They may be intrapersonal and interpersonal. 
Intrapersonal 
Dimension 
Processes occurring within the individual interaction partners in intercultural situations. 
Name Definition Examples Decision Rules 
*Tolerating/Eng
aging Ambiguity 
This category is used for 
statements that show the 
ability to endure ambiguity 
in intercultural situations 
and being able to cope 
with cultural differences 
rather than escaping the 
situation.  
“Feeling comfortable about 
most situations […]” 
“Being able to be around 
people from other cultures 
and not feeling anything odd 
about it.” 
 
*Suspending 
Judgment 
This category pertains to 
the ability to suspend 
judgment and is applicable 
to statements on avoiding 
judgment, trying to not 
judge others, reflecting 
upon one’s judgments and 
similar.  
 
 
“Secondly, the ability to 
discuss opinions without 
judging based on cultural 
differences is very important.” 
“[…] and don’t try to judge 
them […]” 
“To try to listen to other 
cultures and get to know them 
before you judge.” 
 
*Ethnorelative 
View 
This category is applicable 
to statements referring to 
or demonstrating an 
ethnorelative view which 
means to experience one’s 
own beliefs and behaviors 
as just one of many 
possible ways of 
organizing and perceiving 
reality. It also pertains to 
statements showing that 
the own cultural values, 
beliefs, and practices are 
not considered to be the 
absolute truth and that the 
individual does not try to 
impose them on others. 
 
“Furthermore, the person is 
aware that his own culture is 
not absolute, is able to take a 
point of view between the 
cultures. It is not ethnocentric 
anymore.” 
“When you meet someone not 
to expect that they think 
exactly like you.” 
This category is 
applicable to statements 
that demonstrate a more 
general awareness about 
the relativity of one’s 
own culture and that 
one’s own ways of 
perceiving, interpreting, 
and reacting to the world 
are influenced by one’s 
culture and are just one 
of many ways. This 
category is different 
from “Cognitive 
Flexibility” in that it 
pertains to a more 
general worldview 
whereas “Cognitive 
Flexibility” refers to the 
ability to switch 
perspectives. 
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*Mindfulness This category can be 
applied to segments 
concerned with “being in 
the moment” or “being 
mindful” of oneself and 
others in the situation, 
attending to one’s own 
assumptions, perceptions, 
and emotions, and 
reflecting upon them. 
It is also applicable to 
statements referring to 
being patient and 
considerate. 
“[…] and patient with 
whomever you meet no matter 
where they are from.” 
 
*Cognitive 
Flexibility 
This category is applicable 
to statements pertaining to 
the ability to adopt 
different perspectives or 
views during an 
intercultural interaction, to 
be able to understand the 
situation from the other 
person’s perspective, and 
understand their way of 
thinking.  
“Intercultural competences 
enable a person to understand 
different cultures by adopting 
different perspective.” 
“[…] use your understanding 
to draw new light on 
situations.” 
This category is 
applicable to statements 
on being able to take 
another person’s 
perspective, understand 
how they think, and 
interpret. In contrast, the 
category “Cross-Cultural 
Empathy” pertains more 
to being able to feel how 
the other person is 
experiencing a situation 
or how the other person 
is feeling.  
*Cross-Cultural 
Empathy 
This category refers to the 
ability to feel the 
experience of the 
interaction partner, 
regardless of cultural 
differences.  
 
 
“Being able to show 
understanding and empathy 
for other cultures” 
“[…] empathising with 
others.” 
“You should also see whether 
somebody feels uncomfortable 
about your behavior.” 
This category is used if 
there is an explicit 
reference to empathy or 
empathizing with others 
or to being able to feel 
the experience of the 
other person. If reference 
is made to perspectives, 
“Cognitive Flexibility” 
might be more suited to 
code. 
Interpersonal 
Dimension 
Processes occurring between interaction partners in intercultural situations. 
Name Definition Examples Decision Rules 
*Adaptability (to 
Different Styles 
or 
Environments) 
This category can be 
applied to segments on 
being able to integrate into, 
adapt or adjust to a new, 
different cultural 
environment. It is also 
applicable to references to 
being able to thrive, 
flourish, or live in a new 
culture. Finally, it can also 
be used for statements on 
the ability to (temporarily) 
adapt one’s way of 
“The ability to be aware of 
and act accordingly to your 
peers’ culture.” 
“Being able to adapt, meaning 
you change depending on the 
environment” 
“I think ‘intercultural 
competence’ means one’s 
ability to integrate into new 
cultures without much 
difficulty.”  
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behaving or 
communicating to the 
interaction partner and/or 
situation.  
 
 
“Being able to thrive and 
flourish in a culture that is not 
your own.” 
*Learning 
through 
Interaction/Syne
rgies 
This category is applicable 
to statements on the ability 
and willingness to learn 
from and with each other 
in an intercultural 
situation. This can include 
telling others about one’s 
own culture, learning 
about each the culture of 
the interaction partners, as 
well as mutual learning in 
the intercultural situation. 
It is also applicable to 
statements on integrating 
the different cultures in the 
interaction, taking 
advantage from cultural 
diversity, creating 
something new or 
interacting in a way that 
benefits both sides. 
“This would also mean 
learning about other cultures 
while sharing yours with 
them.” 
“It means that one is able to 
live, work, and study with 
other cultures in a way that it 
can benefit both sides.” 
This category is different 
from 
“Curiosity/Discovery” in 
that it is coded to 
statements concerning 
learning in interaction 
(as an outcome) and 
learning with and from 
each other while 
“Curiosity/Discovery” is 
more applicable to a 
general interest or desire 
to learn about other 
cultures. 
Intercultural 
Interaction 
This is a catch-all category 
for vague or general 
statements pertaining to 
being able to interact with 
people from other cultures.  
“[…] the ability to interact 
with people from different 
countries” 
“Having the ability to interact 
with people with other beliefs, 
cultures, etc.” 
If there is reference to 
effectiveness or 
appropriateness, the 
respective category is to 
be coded. If there is no 
further specification, this 
more general category is 
used. 
*Effective 
Intercultural 
Interaction 
This category can be 
applied to statements on 
being able to interact, 
communicate, act, or 
behave in an effective way 
in intercultural situations 
or with people from other 
cultures. This includes 
explicit mentioning of the 
word “effective”, but also 
comments on being able to 
achieve one’s goals in the 
interactions. 
“Intercultural competence is 
being able to understand and 
interact with people from 
different cultures effectively.”  
 
*Appropriate 
Intercultural 
Interaction 
This category is applicable 
to references to behaving, 
communicating, acting, or 
interacting in an 
appropriate or correct way 
without being perceived as 
offending or rude by the 
interaction partner. This 
“[…] also reacting in an 
accurate way when facing 
different cultures.” 
 “[…] not upsetting anyone 
with rude words with good 
intentions.” 
This category is different 
from “Harmonious 
Interaction” in that it 
pertains to behaving or 
communicating in an 
appropriate way, i.e. not 
violating expectations, 
norms, or values, and 
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includes statements which 
explicitly mention 
appropriateness, but also 
those that mention 
avoiding offense, trying 
not to be rude or offensive, 
not being disrespectful and 
the like. 
“[…] to communicate better 
with them without 
unintentional offense.” 
thus not being rude or 
offensive. In contrast, 
“Harmonious 
Interaction” is more 
general about having 
harmonious or peaceful 
interaction. 
Harmonious 
Interaction 
This category is applicable 
to statements on harmony 
in intercultural situations, 
including references to 
specific interactions as 
well as more generally to 
harmonious relations with 
people from other cultures.  
It can be applied to 
statements on having 
harmonious or peaceful 
relations or interactions 
with people from other 
cultures or “getting along” 
as well as to references to 
making the interaction 
partner feel comfortable or 
avoiding or preventing 
conflict.  
 “To be able to interact 
peacefully” 
“Intercultural competence to 
me is having harmonious [and 
effective] communication with 
people from different cultural 
backgrounds.” 
 “Anything that avoids 
intercultural conflicts.” 
This category is different 
from “Conflict 
Management” in that it 
includes an explicit 
reference to harmonious 
or peaceful interactions 
or relations with no 
mentioning of conflict 
management or 
resolution. It can, 
however, be applied to 
references to preventing 
conflict. 
Conflict 
Management 
This category can be 
applied to statements on 
the ability to manage and 
resolve conflict, find 
compromises, solve 
cultural problems or 
problems with people from 
other cultures. 
 
“To be able to […] solve 
problems with people from 
other cultures.” 
“[…] having the capability to 
handle conflicts and 
arguments.” 
“[…] try to overcome 
conflicts in a way that suits all 
people involved.” 
In contrast to 
“Harmonious 
Interaction”, this 
category is applied to 
explicit references to 
managing, resolving or 
dealing with conflicts, 
making compromises, or 
solving interpersonal 
problems in intercultural 
situations.  
Non-
Discrimination 
This category is applicable 
to statements on avoiding 
any type of discrimination 
of people from other 
cultures or cultural groups 
as well as not expressing 
racist ideas. 
“To not discriminate in any 
way the different cultures.” 
“[…] you avoid making racist 
comments” 
 
Cross-Cultural 
Cooperation 
This category can be 
applied to statements on 
cooperating or 
collaborating with people 
from different cultures, 
either with or without 
reference to shared goals.  
“[…] and cooperate with 
people of different cultural 
backgrounds.” 
“To [respect and] cooperate 
with each other.” 
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Appendix D 
This appendix contains the course handbook, the syllabus and the portfolio questions 
containing the writing prompts for the reflective assignments. 
 
 
 
 
 
 
JTBU-701211 - Intercultural Competence in Practice 
Spring 2016 
Course Handbook 
 
Course Instructors: Prof. Dr. Ulrich Kühnen, Nadine Binder 
Jacobs University Bremen 
 
 
 
 
 
This handbook provides detailed outlines for all sessions, in particular the experiential training 
sessions, to support the instructors and peer-trainers in implementing the course “Intercultural 
Competence in Practice”, a 2.5 ECTS elective course which is part of the Triangle Area at Jacobs 
University Bremen, Germany.  
The course has been designed as part of the doctoral research by Nadine Binder and will be 
evaluated in a longitudinal, mixed methods research design.  
If you have questions about the handbook or the research project, please contact Nadine Binder 
(nbinder@bigsss-bremen.de).  
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Introduction 
This handbook provides detailed outlines of the sessions of the course “Intercultural Competence in 
Practice”.   
This course is concerned with understanding intercultural competence and how put it in practice to 
succeed in multicultural environments at Jacobs and beyond. It thus aims at supporting students in 
developing an in-depth understanding of how culture influences how we feel, think, and act, the ability 
to relate this knowledge to their everyday experience in a multicultural environment, and an 
intercultural practice based on the Personal Leadership methodology and Critical Moment Dialogue 
(CMD).  More specifically, the course aims to combine theoretical and experiential sessions to engage 
students with two major topics – the first evolves around understanding culture and its influence on 
human cognition and behavior as well as cultural self-awareness; the second builds upon this and 
introduces the Personal Leadership methodology as a tool for developing an intercultural practice to 
transfer the learnings from the This part into everyday living and working in a multicultural environment 
like Jacobs University. 
The course is targeted at first-year undergraduate students and can be taken as an elective by 
students of all majors.  
This course combines traditional classroom instruction with experiential workshop sessions designed 
for interactive learning. In total, the course has seven lecture sessions (75 minutes) taught by the 
course instructors and six workshop sessions (2x 75 minutes) facilitated by peer-trainers (supervised 
by the course instructors). 
This course is a pass/fail course. To pass the class, students need to attend all session and participate 
actively (students are allowed to miss up to two 75 min. sessions without excuse) and submit a 
completed portfolio that demonstrates active engagement with the activities and materials. 
 
 
Learning Objectives: Upon successful completion of this course, students will … 
 … have an in-depth understanding of how culture influences how we feel, think, and act  
 … be able to relate this knowledge to their everyday experience in a multicultural environment 
 … be familiar with the Personal Leadership methodology and Critical Moment Dialogue (CMD) 
and able to apply it to their own experience 
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Overview of Sessions 
Lectures take place in Seminar Room RLH. 
Workshops take place in East Hall 1, East Hall 2. 
Session Date and Time 
Lecture 1: Introductory session 01.02.2016 – 11.15-12.30  
Workshop 1: Setting the foundation 09.02.2016 – 19.15-22.00  
Lecture 2: What is culture? – An introduction to cultural 
psychology 
15.02.2016 – 11.15-12.30  
Workshop 2: Exploring cultural identities 23.02.2016 – 19.15-22.00  
Lecture 3: How culture influences how we feel, think and act 29.02.2016 – 11.15-12.30  
Workshop 3: Practicing cognitive flexibility 08.03.2016 – 19.15-22.00  
Lecture 4: Intercultural interaction 14.03.2016 – 11.15-12.30 
Spring Break 
Workshop 4: Switching styles – expanding the repertoire 05.04.2016 – 19.15-22.00  
Lecture 5: Personal leadership – Part I 11.04.2016 – 11.15-12.30 
Workshop 5: Practicing personal leadership 19.04.2016 – 19.15-22.00  
Lecture 6: Personal leadership – Part II 25.04.2016 – 11.15-12.30 
Workshop 6: Using the Critical Moment Dialogue (CMD) 03.05.2016 – 19.15-22.00  
Lecture 7: Wrap up session 09.05.2016 – 11.15-12.30 
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Lecture 1: Introductory Session 
 
 Time frame: 75 minutes 
 Instructor(s): Nadine Binder, Prof. Dr. Ulrich Kühnen, peer-trainers 
 Group: all students 
Session Goals 
 Introduce students to all instructors and peer-trainers 
 Providing students with an overview of the course, its structure, grading components and 
goals 
 Conduct the pre-test for the course evaluation 
 
Part I: Introduction to Instructors and Peer-Trainers 
The first part of the session aims to introduce students to all instructors and peer-trainers involved in 
delivering the course. In their introductions, instructors and peer-trainers should briefly address the 
following points: 
 Name, cultural background, academic background 
 Role in the course (instructor, peer-trainer) 
 Why did you join the course? 
 
Part II: Overview of the Course 
The second part of the session serves to introduce students to the overall structure of the course, its 
learning objectives, the grading components, and the syllabus. Instructors can go over the syllabus 
and explain the information while also allowing space for questions from the students to ensure clarity.  
 
Part III: Pre-Test  
The last part of the session is reserved for the pre-test questionnaire, administered in paper-and-pen 
format to all course participants. Instructors explain the purpose of the research, hand out informed 
consent forms and questionnaires, and invite students to complete and return both forms before 
leaving the class.   
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Workshop 1: Setting the Foundation 
 
 Time frame: 2x 75 minutes 
 Instructor(s): peer-trainers 
 Group: small workshop groups 
Session Goals 
 Getting to know the group and team-building  
 Creating a safe atmosphere for learning 
 Clarifying students’ expectations 
 
Preparation for the Session 
1. Make sure that you have the following materials: triangle handouts, markers, flipchart papers, 
tape to stick poster to the wall or board, set of playing cards, small ball, stop watch or phone 
with a stop watch function, bell or phone alarm that can make sound 
2. Prepare a set of playing cards by dividing the total participant number by four and rounding it 
up to the next whole number (e.g. 29 participants, divided by 4 is 7.25, round it to 8). Pick this 
number of cards from each color (i.e. hearts, diamonds, spades and clubs) and mix all cards 
well. 
3. Prepare one flipchart paper per topic indicating the topic and/or question and the card color 
(i.e. have one flipchart with a heart, one with a diamond, etc.): 
a. Question 1: Why are you taking this course?  
b. Question 2: What do you expect to know at the end of this course? 
c. Question 3: What does intercultural competence mean to you? 
d. Question 4: What is your cultural background? 
 
 
Part I: Opening the Session (5-10 minutes) 
Welcome participants and introduce yourself. You might want to share with them again what motivates 
you to be involved in this course. Explain the goals of the session and briefly introduce the different 
parts to give participants an idea of what to expect during the session.   
 
Part II: Activity – Speed Dating (30 minutes) 
Material needed: whiteboard, whiteboard markers 
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Ask participants to set up their chairs in two rows facing each other. Explain that this activity works 
similar to speed dating and allows participant to start getting to know each other better. While one of 
you explains how the activity works, the other one notes down the questions on the board. Participants 
are invited to talk to the person sitting opposite of them, introducing themselves and talking about the 
following questions: 
 What is your favorite place on Earth? 
(this can be a country, a region, a city or a more specific location) 
 What do most people not know about you? 
(e.g. a special hobby or interest or talent) 
After three minutes, you will give a sign and one of the rows (say explicitly which one) will move one 
chair to the left. The person at the end goes to the empty chair on the other end of the row. Again, 
participants have three minutes to talk about the same questions with the next partner. This will be 
continued for several rounds. 
Make sure to stick to the time limit of three minutes and continue this activity for 6-10 rounds, 
depending on participants’ energy level and enthusiasm for the activity.  
Close the activity and lead over to the next one by reminding participants that they might already have 
noticed how diverse the group is and that the next activity is intended to find what connects them. 
 
Part III: Activity – Triangles (30 minutes) 
Material needed: triangle handouts and markers (one per group of three participants) 
Divide participants into groups of three (ideally people who sat next to each other in the previous 
activity and thus have not yet talked to each other). Give each group a handout and a marker and  
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explain the task: for the next five minutes, participants should fill the corners of the triangle with 
something that they all share – this can be any similarity they find. To illustrate the task, give one or 
two examples what the two of you trainers share.  
Give participants the sign to start. Alert participants when there is only one minute left and make sure 
that every group wrote down at least two things, ideally all three.  
After five minutes, ask participants to stop their conversations and gather around the whiteboard or 
close to an empty wall. Ask for a group to volunteer and introduce their triangle. Stick it to the 
whiteboard or wall for everyone to see. Next, ask another group to introduce their triangle and try to 
find a connection to the previous group. It might be that groups have the same point on their paper – if 
not, they can also find a new one. Put their triangle next to the first paper and connect them. The next 
group can find a connection to either of the triangles already up on the board or wall. Continue like this 
until all triangles have been put to the board or wall and are somehow connected with each other.  
To close the activity, ask students what they notice when looking at the final picture on the board or 
wall. Guide them to the conclusion that there is many different ways in which we can be connected to 
each other, be it via shared interests, similar experiences or backgrounds, similar taste (food, books, 
music) etc.  
 
BREAK – Invite students to take a break of 15 minutes 
 
Part IV: Activity – “Hello” (30 minutes) 
Material needed: set of playing cards and flipcharts (cf. preparation step 2 and 3), whistle 
See also http://thiagi.net/archive/www/game-hello.html  
This activity has been designed by Thiagi and is a great exercise that allows participants to interact 
with each other and get an idea of each other’s expectations and ideas. It also allows you as trainers 
to get an overview of the group and the expectations. 
Introduce the activity to your participants. Explain that they will do an exercise called “Hello” to gather 
useful information from each other and share them. Introduce your four questions that you have noted 
down on the flipchart papers before the session. Make sure that all participants understand the 
questions.  
Next, explain that once you have finished the introduction, participants will draw a playing card to be 
divided into four groups and each group is assigned to one of the topics. Participants should find other 
people with the same sign on the playing card and get the flipchart paper with the same sign. The task 
is to gather information on their question from all participants, including their own group members.  
Before the activity starts, explain the time frame and write in down on the board:  
- 3 minutes to plan how to gather information from everyone 
- 3 minutes to actually gather the information 
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- 3 minutes to analyze the information 
- 1 minute (per group) to present the results to the whole group 
Now let each participant draw a card. Participants should get together in groups with people who drew 
the same sign and go to one corner of the room with the flipchart paper of the same sign. The flipchart 
paper has the question on it so that participants can easily remember it.  
Give the sign to start and run the activity according to the time frame you presented earlier. Always 
announce what people are expected to do and how much time they have. Use the bell or some sort of 
sound to end one phase and move to the next.  
Once all groups have presented their results, have a short debriefing discussing the results. Please 
also take pictures of the results at the end of today’s workshop and upload them to the shared folder 
of all instructors (or e-mail them to Nadine). 
 
Part V: Activity – Sharing Intercultural Challenges (40 minutes) 
Material needed: small ball 
Invite participants to sit in a circle of chairs for the final part of the session. Explain that this course 
aims to support Jacobs students in developing an understanding of intercultural competence and how 
put it in practice to succeed in multicultural environments at Jacobs and beyond. Remind participants 
that in today’s session, they could see the richness of their diversity and experience and also what 
connects them with each other and what they share in common. Explain that the Jacobs Community is 
characterized by a strong belief in the enriching sides of cultural diversity, but that we probably all 
know from our own experience that it can also be challenging to live and study together with people 
from all over the world. One or both of you can briefly share an intercultural challenge that you have 
experienced during your time in Jacobs – make sure to tell it in a descriptive way that emphasizes that 
you are talking about your personal experience of the situation. 
Next, invite participants to take a few moments to think about their first semester at Jacobs and about 
an intercultural challenge that they have experienced. Allow one or two minutes of silence so that 
participants can think about a situation. Explain that you will pass around a ball and whoever holds the 
ball can share their situation – it is up to the participants how much detail they want to give, but ask 
them to keep it brief enough so that everyone gets a chance to talk. If someone does not feel 
comfortable sharing their situation, they can pass the ball on to the next person.  
Only interfere if a participant talks for too long (gently reminding them to pass on the ball) or if the tone 
gets too judgmental (gently ask the participant why he or she felt that way or perceived it that way).  
Close the activity by thanking everyone for their stories and explaining that over the semester, the 
course aims to help them develop useful skills to cope with intercultural challenges and succeed in 
multicultural environments.  
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Part VI: Closing the Session (5 minutes) 
Thank participants for their active participation in the session and remind them that to read the 
mandatory reading for the lecture in the next week. In their portfolio, they also find a question on the 
reading.   
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Lecture 2: What is Culture? – An Introduction to Cultural Psychology 
 
 Time frame: 75 minutes 
 Instructor(s): Nadine Binder 
 Group: all students 
Session Goals 
 Providing students with an introduction to Cultural Psychology 
 Help students to develop an understanding of culture from a psychology perspective  
 Introduce students to the work on values by Hofstede and Schwartz  
 
Literature:  Chapter 1 (pp. 1-33) in  
Matsumoto, D. & Juang, L. (2012). Culture and psychology (5th edition). Belmont, CA: Wadsworth 
Publishing. 
 
The session builds upon the mandatory reading and aims at providing students with an overview of 
different notions of culture and develop an understanding of culture from a psychology perspective. It 
goes beyond what students have read in the literature by asking them to discuss different definitions of 
culture, introducing Dunbar’s number and discussing additional aspects related to culture.  
 
 
 
 
Upon closing the lecture, remind participant to complete the task in their portfolio answering 
the question what culture means to them and to bring it for the workshop next week. 
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Workshop 2: Exploring Cultural Identities 
 
 Time frame: 2x 75 minutes 
 Instructor(s): peer-trainers 
 Group: small workshop groups 
Session Goals 
 Make students aware of the multiple identities and group memberships everyone has 
 Helping students to develop the ability to examine and explore their own culture  
 Allowing students to learn more about each other’s culture 
 
Preparation for the Session 
1. Make sure that you have the following materials: handouts for circles of multicultural self, 
handouts for the interview activity 
2. Fill in your own “circles of my multicultural self” so you can share it with the group. 
 
Part I: Opening the Session (5-10 minutes) 
Start the session by welcoming participants and asking volunteers to share their homework with the 
group (the question was “What is your culture?”). Spend about 5-10 minutes on this, then wrap it up 
and point to the idea that there are many different definitions of culture and that today’s session will 
allow participants to explore their different cultures, i.e. their multiple identities, and to learn more 
about each other’s culture(s).  
 
Part II: Activity – Circles of My Multicultural Self (60-70 minutes) 
Material needed: handouts “circles of my multicultural self” 
Introduce the activity by telling about your own circles. Make sure that participants understand that for 
this exercise, the concept of culture is rather broad and refers to any collective or group (e.g. national 
culture, university, sports club, gender, age group, …). Distribute the handouts and ask participants to 
fill in their circles by themselves (in silence). Allow approximately 15 minutes for this. Observe the 
group to see if participants have questions or need help with the task. 
Ask participants to line their chairs up in two rows facing each other, just like they did in the last 
workshop. In the next step, participants sitting opposite of each other should spend three minutes 
explaining their circles to each other. They should describe their circles and why they are important to 
their identity. After three minutes, one of the trainers will give a signal and one of the rows will move 
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one seat to the left so that everyone has a new partner to exchange with about the same topic. Repeat 
this circle a few times – in total you should spend approximately 30 minutes on this part.  
An alternative set-up for this activity is to divide participants into groups of 4-5 people and ask them to 
share their circles with each other (describing their circles and why they are important to their identity) 
for about eight to ten minutes. Then give a sign and ask participants to find a new group of people and 
repeat the same process. 
Close the activity by the following debriefing questions: 
 How did you feel during the activity?  
 How easy or difficult was it for you to identify the circles of your multicultural self?  
 What did you notice when sharing with your partners? 
 
BREAK – Invite students to take a break of 15 minutes 
 
Part III: Activity – Partner Interviews (60 minutes) 
Material needed: handouts with interview questions 
Explain that the focus will now be on the national culture that each of the participants feels most 
attached to and ask participants to pair up with someone from another cultural background. Distribute 
handouts to the group. 
The task is to interview each other using the questions on the handout as a guideline. The total time 
frame for this is approximately 50 minutes. Inform participants when half of the time is up so that they 
can switch roles (interviewer, interviewee) to make sure both partners get enough time to share.  
After approximately 50 minutes, stop the exercise and ask participants to share their experience. You 
can keep this part brief, it is enough to elicit a few responses from the group on what they have 
learned from the interviews. 
Part IV: Closing the Session (15 minutes) 
To close the session, ask participants to take a moment to think about the following three sentences 
and how they would complete them. Also write the sentences on the board so that participants can 
see them. After a moment of reflection, go around and ask each participant to finish at least one of the 
sentences. 
 In today’s session, I learned that … 
 In today’s session, I was surprised that …  
 After today’s session, I want to learn more about …  
Thank participants for their active participation and remind them to complete the mandatory reading 
and the question on it (in their portfolio) for the lecture next week.  
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Lecture 3: How Culture Influences How We Feel, Think and Act 
 
 Time frame: 75 minutes 
 Instructor(s): Prof. Dr. Ulrich Kühnen 
 Group: all students 
Session Goals 
 Providing students with a general understanding of how culture influences cognition and 
perception 
 Introducing students to cultural differences in self-concept and personal agency 
 Familiarize students with the different systems of thought between Westerners and East 
Asians 
 
Literature: Chapter 9 (pp. 346-382) in  
Heine, S. J. (2016). Cultural Psychology: Third Edition. New York: Norton. 
 
 
This session addresses how culture influences cognition and perception as well as self-concept, 
emotions, and personal agency. In particular students will get acquainted with the different systems of 
thought of Westerners and East Asians. The Western mindset can be summarized as being analytic, 
whereas East Asians tend to think more holistically. Implications of these systems of thought will be 
discussed.   
 
 
Upon closing the lecture, remind participant to complete the task in their portfolio reflecting 
upon their own cultural identity and how it influences them. 
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Workshop 3: Managing Culture’s Influence - Cognitive Flexibility 
 
 Time frame: 2x 75 minutes 
 Instructor(s): peer-trainers 
 Group: small workshop groups 
Session Goals 
 Students will practice to reflect upon how their culture(s) influence(s) them  
 Students will become aware of how they constantly describe, interpret, and evaluate, and 
how these thought processes lead them to act 
 Students will be able to distinguish description from interpretation and evaluation  
 
Preparation for the Session 
1. Make sure that you have the following materials: an ambiguous object, whiteboard markers, 
handouts for the D.I.E. activity  
 
Part I: Opening the Session (10 minutes) 
Material needed: ambiguous object, whiteboard, whiteboard markers 
Welcome participants. Start by holding up the ambiguous object and passing it around so participants 
can look at it. Ask them: “Tell me something about this” (in this exact wording!). Record their ideas on 
the whiteboard in three columns distinguishing comments that are description, interpretation, and 
evaluation (but do not yet write or mention this distinction). 
After having collected a few responses from the group, explain the difference between description, 
interpretation, and evaluation in the context of this activity. Add the three words to the three columns 
while you explain:  
 Description is something the students do by using their five senses:  see, smell, touch, taste, 
and hear.  Description is “what I see”.  
 Interpretation is what the students do when they suggest how the object might be used. 
Interpretation is “what I think” (about what I see). 
 Evaluation is what the students do when they give an opinion as to the usefulness, 
appropriateness, etc. of the object. Evaluation is “what I feel” (about what I think).   
Use the students’ ideas as examples for each category.    
 
Part II: Activity - D.I.E. (Describe, Interpret, Evaluate) (60 minutes) 
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Material needed: D.I.E. worksheet 1  
Ask students to keep in mind the distinction between description, interpretation and evaluation. 
Handout the first worksheet and ask students to individually note down their description of the picture, 
one possible interpretation and one positive and one negative evaluation for this interpretations. Allow 
approximately 10 minutes for this. 
Next ask students to get into groups of 3-4 students and share their descriptions, interpretations and 
evaluations. They should come up with a shared description, three interpretations and two evaluations 
per interpretation (one positive, one negative). Allow groups approximately 20-30 minutes for this.  
Gather everyone in the whole group and ask volunteers to share their description and one of their 
interpretations and evaluations. Try to get hold of as many different interpretations and evaluations as 
possible. For guiding the discussion, you find some possible interpretations and evaluations below:  
 
Description:  I see an Asian woman covering her mouth. 
Interpretation #1:  I think she’s burping and trying to be polite by covering her mouth. 
        Alternative Evaluation #1:  I think it’s great that she’s trying to be polite. 
        Alternative Evaluation #2:  I think that’s unnecessary.  She should relax. 
Interpretation #2:  I think she’s surprised.   
        Alternative Evaluation #1:  Covering her mouth is a natural reaction to shock. 
        Alternative Evaluation #2:  She’s being too dramatic. It’s no big deal. 
Interpretation #3:  I think she’s smiling because she’s embarrassed. 
        Alternative Evaluation #1:  She shouldn’t be so concerned.  Smiling is nice. 
        Alternative Evaluation #2:  She should be embarrassed for flirting with her smile. 
Interpretation #4: I think she’s yawning because she is bored. 
        Alternative Evaluation #1: That’s ok, I don’t blame her a bit. 
        Alternative Evaluation #2: It’s rude. She should hold back the yawn. 
 
Debrief by asking the students to share the most difficult part of the activity.  Students may point out 
that it was hard to describe the photo without jumping ahead to interpreting and evaluating.  They may 
also mention that it was difficult to think of alternatives.   
 
BREAK – Invite students to take a break of 15 minutes 
 
Part III: Activity – D.I.E. with Scenarios (70 minutes) 
Material needed: D.I.E. worksheet 2 
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Gather everyone back in the whole group and explain that the D.I.E. strategy they have learned in 
today’s session can help to build understanding between cultures, but also in more general between 
everyone because each of us has their own unique perception and experience of the world.   
Remind participants that they reflected upon their own perception and how this might be influenced by 
their culture and upbringing in their portfolio and ask volunteers to share some thoughts on this. Allow 
10-15 minutes for this, depending on how much participants are willing to share. 
Tell participants that all of us tend to quickly jump to evaluations which in turn influence our reaction to 
situations. An important part of intercultural competence is to become aware of our interpretations, 
evaluations and judgments and take some time to carefully and thoughtfully think about a situation to 
be more in control of our reactions. Make sure that participants understand that it is natural to have 
judgments and interpretations and that our automatic reactions are part of our psychology to deal with 
the complexity of the world around us. Explain that the next activity is supposed to give them more 
time and opportunity to practice distinguishing description from interpretation and evaluation, working 
with some scenarios from student life.  
Ask participants to get together in pairs and handout the scenario worksheet. Briefly go over the 
worksheet to make sure participants understand the task. Then ask participants to work in pairs on the 
worksheet. Allow approximately 30-40 minutes for this and walk around to see how the pairs progress 
and if anyone needs help. 
In the next step, ask pairs to group together with another pair. Invite each pair to share one of the 
scenarios they have worked on and the description, interpretations and evaluations as well as their 
ideas on the additional questions. Allow 10-15 minutes for this exchange. 
To close the activity, gather everyone back in the whole group and debrief by the following questions: 
 What did you learn from this activity? 
 How do you think you can use the learnings in your everyday life? 
 
 
Part IV: Closing the Session (5 minutes) 
Thank participants for their active participation and remind them to complete the mandatory reading 
and the question on it (in their portfolio) for the lecture next week. 
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Lecture 4: Intercultural Interaction 
 
 Time frame: 75 minutes 
 Instructor(s): Prof. Dr. Ulrich Kühnen 
 Group: all students 
Session Goals 
 Providing students with a general understanding of intercultural interaction 
 Giving students an overview of cultural differences in communication 
 Encouraging students to think about how to overcome these cultural differences in 
communication  
 
Literature: Chapter 9 (pp. 225-254) in  
Matsumoto, D. & Juang, L. (2012). Culture and psychology (5th edition). Belmont, CA: Wadsworth 
Publishing. 
 
Given that culture has such a profound impact on how we think, feel, and act, it is not surprising that 
these differences can impede the interaction of people with different backgrounds. What are the most 
important obstacles in intercultural communication and interaction? How can these obstacles be 
overcome?  
 
 
Upon closing the lecture, remind participant to complete the task in their portfolio – this task is 
replacing a mid-term assessment and thus is asking them for longer reflection in which they 
apply what they have learned up until this point.  
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Workshop 4: Switching Styles – Expanding Your Repertoire 
 
 Time frame: 2x 75 minutes 
 Instructor(s): peer-trainers 
 Group: small workshop groups 
Session Goals 
 Students will become aware of the variety of communication styles and differences in verbal 
and non-verbal behaviors  
 Students will explore their own communication style further 
 Students will expand their communicative and behavioral repertoire 
 
Preparation for the Session 
1. Make sure that you have the following materials: tooth picks, role cards for activity “Let’s Talk”, 
handout on communication style, worksheet for “Switching Styles” 
 
Part I: Opening the Session (5 minutes) 
Welcome participants and remind them that before spring break, they learned a lot about how culture 
influences how we feel, think and act, and explored their own cultural identity and that of others in the 
group. Introduce the goals of today’s workshop which are to become aware of the variety of 
communication styles and differences in verbal and non-verbal behaviors, to explore one’s own 
communication style, and to practice switching between different styles.  
 
Part II: Activity – “Let’s Talk” (45 minutes) 
Material needed: role cards, tooth picks 
Explain that the session will start with an activity that allows participants to explore ways in which 
nonverbal differences affect our communication styles and how we experience the interaction with 
other people. Each participant will receive a role card with instructions that they are supposed to follow 
during the activity. Emphasize that participants should read the instructions carefully and not share 
their card with anyone else. Explain that in addition, everyone gets ten toothpicks. Their cards also 
contain instructions on when to give toothpicks to another person – these serve to visualize if 
someone feels offended. 
Alert participants to the fact that the activity is designed in a way to make it highly likely that they 
receive toothpicks and that this does not mean that they did something wrong. It is rather asking them 
to observe carefully and try to find out why they got a toothpick.  
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Once everyone has received a role card and toothpicks and had a moment to familiarize themselves 
with the instructions, invite participants to mingle and talk to each other about some of their favorite 
movies and why they like them so much (or come up with other small talk topics). Participants can talk 
in pairs or small groups and are encouraged to move around in the room and talk to many different 
people. Remind them to not forget to give out toothpicks following the instructions on their cards and to 
keep those that they receive from others. 
Give a sign to start the activity and let participants move around and talk freely for about 10 minutes.  
Give a sign to close the activity and ask everyone to shake out as a visual sign of shaking off their 
role. Then ask all participants to take a seat for the debriefing. Ask the following questions: 
 What did it feel like to participate? How did it feel to give toothpicks? And how did it feel to 
receive them? 
 How easy or hard was it to discover why you received a toothpick? 
 What does this activity tell us about how easy or difficult it can be to interact with others if you 
do not know the rules? What can we do to make it easier? 
 What were the nonverbal differences that you encountered? In which other ways can 
nonverbal behavior differ? 
 In what way did your role affect how you interacted with others? How did you feel? 
Use the last question to lead over into the topic of personal communication style – a topic covered in 
the next activity. Be prepared that some participants might be frustrated about having received 
toothpicks or get into a competitive mood. Remind them gently of the purpose of the activity and that it 
can hardly be avoided to violate rules in unfamiliar situations, even if we are quite competent and have 
best intentions. 
 
Part III: Activity – Discovering your Style Part I (25 minutes) 
Material needed: video (https://www.youtube.com/watch?v=kCIAb6hvPgY; also available as a file) 
Explain to participants that the next part of the workshop is supposed to help them to explore their own 
communication style. To get into the topic, there is a short video summarizing the distinction between 
direct and indirect communication. Ask participants to take notes on what characterizes the two styles 
of communication while watching the video. 
As an alternative to the video, you can also present the communication styles, e.g. using the 
whiteboard or flipchart and ask participants for what they know already about direct and indirect 
communication. 
After the video, invite volunteers to share their ideas on what is particular about each communication 
style (direct and indirect). Also ask them to give examples for either style from their personal 
experience and what they think their own style is (reminding them that there is a continuum and they 
might be more or less direct or indirect in their communication).  
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It is likely that there are people of both styles in the group and it is important to emphasize that no style 
is better than the other. How we communicate has a lot to do with our upbringing, our culture, but also 
our personality. To demonstrate the differences between both styles, you can also ask participants to 
share how they would convey the following messages and gather different ways of saying it: 
 Your professor asks you to give feedback to a fellow student for a presentation. You did not 
like that the student kept reading from the slides instead of speaking freely. How do you 
phrase your feedback? 
 A friend asks you if you want to go to the city center for dinner on the weekend. You do not 
want to go. How do you communicate this? 
Conclude this part with the message that there is many different ways of communicating and that it is 
not about which style is better or worse, but about becoming aware of one’s own style and more 
attentive to understanding the different styles. Announce that after the break, you will practice to 
switch between different styles.  
 
BREAK – Invite students to take a break of 15 minutes 
 
Part IV: Activity – Switching Styles (40 minutes)  
Material needed: worksheet on switching styles 
The second half of the workshop is dedicated to practicing how to switch styles, so how to turn what 
participants have learned about different communication styles into practice. For the first activity, 
distribute the worksheets and ask participants to get into small groups of three to four people (with at 
least one person self-identifying with a more direct or indirect style each).  
Announce that the small groups will have about 10-15 minutes to complete the worksheet. During this 
time, walk around to see if groups need support and inform participants when the end of the time 
period approaches. 
After approximately 10-15 minutes, gather everyone back in the whole group and go over the 
worksheet. Read out each statement and ask for suggestions about switching it to the other style. 
Encourage participants to share different ways of rephrasing the same sentence to demonstrate that 
there is not one optimal solution, but many different ways of switching styles.  
When you are done with discussing the worksheet, split the group into two subgroups. Each trainer 
now sits in a small circle with one of the subgroups for the debriefing – this way each participant has 
more space to comment and express thoughts and ideas on the following questions: 
 How did you feel during the exercise? How easy or difficult was it for you to switch from one 
style to another? 
 How do you think you can use this activity in everyday life? Are the situations where it might 
be useful to switch styles? How can we do this? 
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 Which challenges do you see in switching styles in real life outside this classroom?  
(e.g. not having enough time or mental capacity to analyze the situation and consciously 
switch styles, losing one’s authenticity when switching to another style, over-generalizing and 
expecting everyone from a certain culture to communicate in the same way, etc.) 
Especially the last question is supposed to acknowledge that it is much easier to switch styles in a 
simplified setting like this activity, but much more challenging in real life situations. It is also supposed 
to alert participants to the idea that not everyone from one culture communicates in the same way and 
that communication preferences also depend on other factors (e.g. a German student who 
communicates rather indirectly, maybe because of personality or how the family communicates). 
Finally, a concern to keep in mind is that it is important to most people to remain authentic in their 
communication – there is nothing wrong with being yourself and following your communication 
preferences, it is more about awareness and sensitivity to other styles and an ability to understand 
people who communicate differently. Close the activity in the subgroups by discussing different 
strategies to communicate well across cultures. Invite participants to share their positive experiences 
and which strategies they use when communicating across cultures. 
 
Part V: Activity – E-Mail Communication (30 minutes)  
Material needed: worksheet on “e-mail communication” 
In this activity, participants work individually on the worksheet which asks them to write an e-mail to a 
staff member in the admin, once in a more direct and once in a more indirect style. Allow participants 
approx. 10-15 minutes for individual work. Ask them to pair up with their neighbor and read each 
other’s e-mails and briefly discuss them for about 5 minutes. Then gather everyone in the big group for 
a debriefing: 
 Which e-mail was more challenging for you to write? The direct or the indirect one?  
 Which one did you write first? How did you “translate” it into the other style? 
 Did you keep the receiver in mind? If so, in which way? (Would you have written differently to 
a professor? A fellow student?)  
If time allows, you can close the discussion with talking about if and how online, written communication 
across cultures might be different from face-to-face communication (e.g. writing an e-mail means more 
time to carefully select words and adapt the style, but it also means missing out nonverbal cues).  
 
Part VI: Closing the Session (5 minutes) 
Gather everyone back in the whole group and do a quick feedback round asking everyone for their key 
learning of the session. Thank participants for their active participation and remind them to complete 
the mandatory reading and the question on it (in their portfolio) for the lecture next week. 
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Lecture 5: Personal Leadership – Part 1 
 
 Time frame: 75 minutes 
 Instructor(s): Nadine Binder 
 Group: all students 
Session Goals 
 Introduce students to Personal Leadership as a tool for establishing an intercultural practice 
 Help students understand the two principles of mindfulness and creativity and their 
applicability to intercultural situations 
 Familiarize students with the six practices of Personal Leadership 
 
Literature 
Schaetti, B. F., Ramsey, S. J., & Watanabe, G. C. (2009). From intercultural knowledge to intercultural 
competence: Developing an intercultural practice. In M. A. Moodian (Ed.), Contemporary leadership 
and intercultural competence: Understanding and utilizing cultural diversity to build successful 
organizations (pp. 125-138). Thousand Oaks, CA: Sage Publications. 
 
This session builds upon the introductory chapter by Schaetti, Ramsey & Watanabe (2009) on the 
Personal Leadership methodology and provides students with an introduction to Personal Leadership 
as a tool for developing an intercultural practice. It interactively discusses the emotions and physical 
sensations we experience in challenging and inspiring intercultural situations and how the two 
principles of mindfulness and creativity can support us to be aware of the state we are in and to 
authentically shift if we want to. The session also offers a first brief introduction to the six practices of 
Personal Leadership and the Personal Leadership choice point.  
 
 
 
Upon closing the lecture, remind participant to complete the task in their portfolio (write a 
something’s up).  
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Workshop 5: Practicing Personal Leadership – Part I 
 
 Time frame: 2x 75 minutes 
 Instructor(s): peer-trainers and Nadine Binder (trained PL facilitator) 
 Group: whole group, two rooms available to spread out during activities 
Session Goals 
 Students will create a personal vision statement for their Personal Leadership practice  
 Students will learn about the Personal Leadership process  
 Students will be try out the short-form of the CMD in pairs 
 
Preparation for the Session 
1. Make sure that you have the following materials: caleidoscopio cards, 10 small pieces of 
paper per participant, vision handouts, short CMD worksheets   
 
Part I: Opening the Session (5 minutes) 
Welcome participants in small groups in both rooms and explain that today’s workshop is supposed to 
allow them to engage the practice of Personal Leadership. Briefly outline today’s session and already 
inform participants that they will learn more about Personal Leadership in the upcoming lecture and 
also the next workshop. 
 
Part II: Activity – Creating a Personal Vision (60 minutes) 
Material needed: caleidoscopio cards, vision handout, 10 small pieces of paper per participant 
Spread half of the cards on two tables in the front (card set is divided across two rooms). Ask 
participants to look at the pictures with the following question in mind: “What do you value about 
cultural diversity at Jacobs?” and pick a picture that somehow visualizes their answer. If several 
participants chose the same picture, ask them to form a group and share the picture. Those who do 
not share their picture yet should group with two or three others to form a group. Ask participants to 
briefly share in their groups why they picked their picture and what they value about cultural diversity. 
To close this part, gather short answers on the whiteboard.  
Gather both groups in one room. Remind participants that one of the practices of Personal Leadership 
is to align with one’s vision. In the last activity, participants have reflected on what they value about 
cultural diversity at Jacobs.  
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The next step is to come up with a vision for themselves as students at Jacobs. Explain that there is 
different contexts for a vision, we have some higher order value, a personal vision, a professional 
vision and then there is “everything we do”. They are all linked, but it is easier to write a vision for a 
particular context. Our context will be being a student of Jacobs university.  
Next announce that participants will now write their own personal vision following a procedure that has 
proven to be useful to people in other Personal Leadership seminars all around the world. To make 
sure that there is clarity on what a vision is, gather some ideas from participants. A vision is about how 
we are at our highest and best.   
As a first step, invite participants to share vision words, i.e. characteristics or traits of a person such as 
mindful, patient, tolerant, etc. One of you can facilitate participants’ responses while the other of you 
notes them down on the whiteboard. Collect at least about 15-20 words to give participants an idea of 
which words they could use in their vision statement. 
In the second step, distribute 10 small pieces of paper to each participant and ask them to quickly 
write down one word per piece of paper – these should be vision words that spontaneously feel 
relevant to everyone individually. Once everyone is done, ask participants to reduce the papers to 
those five words that seem most important to them right now and remove the other five (they need to 
be out of sight).  
Now distribute the vision handout with a template for writing a vision statement and introduce the five 
P’s of a powerful vision on a flipchart (personal, present, positive, passionate, purpose). Allow about 
15 minutes for participants to write their vision statement individually.  
Then ask them to pair up and read out their vision statement to each other. The partner is giving 
feedback and double-checking the five P’s of a powerful vision.  
To close this activity, invite a few volunteers to read out their vision statement to the whole group. 
Remind participants that visions can change and that the statement they wrote now is not set in stone 
forever and all times. For a quick debrief, ask participants how they feel about this activity and their 
vision statement. 
 
Part III: Activity – Cultivating Stillness Example 1 (10 minutes) 
Remind participants that an important part of Personal Leadership is to cultivate stillness and give 
ourselves moments where we deliberately slow down and open up space to be able to separate 
ourselves from the internal flow of judgments, emotions, physical sensations as well as from all the 
external stimulation around us. 
Explain that there is more and more research on meditative states showing a positive effect on the 
brain, thinking abilities and well-being and that there are many ways to cultivate stillness. Cultivating 
stillness is about quieting the mind, not necessarily the body – the body can be perfectly still while 
mind is running and the mind can be stilled in movement, such as in moving meditation practices.  
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Invite participants to share their experiences with cultivating stillness and meditation if they already 
have some. Next explain that in this session, you want to try out two different ways of cultivating 
stillness, a sitting meditation and a moving meditation. Remind participants that these are just two of 
many ways and encourage them to find their own way. 
In this part of the workshop, invite participants to try out a moving meditation. If you know a moving 
meditation yourself, feel free to use that. If one of the participants knows one and feels comfortable to 
instruct the rest of the group, then invite them to take over. Another option is to try some of the simple 
moves shown in this video: https://www.youtube.com/watch?v=EaEZVfhn07o or to use the Nirtan Chi 
(free movement) with music.  
The point of this activity is to give participants an idea of how they can cultivate stillness and 
encourage them to find out what works for them personally. Following the moving meditation, do a 
short debriefing with the following questions: 
 How did you feel during the meditation? Was it easy or difficult to still your mind? 
 How do you feel now, after the meditation?  
 
BREAK – Invite students to take a break of 15 minutes 
 
Part IV: Activity – PL Process and Partner Short CMD (65 minutes) 
Material needed: Short CMD worksheet  
Gather all participants in one room for introducing the activity. Remind them of the PL choice point that 
they learned about in the lecture. Briefly introduce the PL process on the whiteboard and explain the 
CMD as a tool for bringing the six practices together in a reflective process. 
Remind participants that they described a something’s up moment for their homework. Explain that 
they can use this moment to try out the CMD in its short form. This version has one question for each 
practice and participants are invited to go through it in pairs to explore how it works and what they 
think about it. 
Explain the process: participants will pair up (allow them to choose their partner) and can use either of 
the two rooms to sit down and go through the CMD worksheet. First, one of the partners is describing 
his or her something’s up moment. The other partner takes the role of asking the questions and takes 
notes on the answers. The partner who is asking questions can choose the order of questions and 
should only ask the questions and write down answers, not give advice or comment (give some 
inoculation of statements to be avoided, e.g. “Oh, that’s messed up”, “When this happened to me, I 
…”). It is important to cover all questions and reflect honestly before moving on to discerning right 
action. After half of the time is up, you will give a signal and the partners switch roles. Each partner will 
have approx. 20-25 minutes.  
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Inform participants that they will not have to share the content of their CMDs with the group and that 
everything that is spoken between the partners will remain between them. 
To close this activity, debrief by asking participants how they felt during the CMD and what they think 
about it – here are ideas for specific debriefing questions:  
 How did you feel while doing the CMD? And how did you feel listening to your partner doing 
the CMD? Did any of you experience a PL shift (i.e. a feeling of relief, inspiration, energy, 
clarity)? 
 Are there any open questions or comments on the CMD? 
 How can you imagine using the CMD outside this classroom? 
Explain that for their homework, they will do the long version of the CMD as an individual, written 
reflection. Ask them to pay attention to how they feel about the two versions and ways of doing it and 
note down any questions they have to ask them during the next lecture. 
 
Part V: Closing the Session – Cultivating Stillness Example 2 (10 minutes) 
To close the session, announce that you will try another way of cultivating stillness, this time a sitting 
meditation. Invite participants to join you by sitting on their chair, both feet on the ground and closing 
their eyes. 
You are welcome to use the following meditation practice: 
Close your eyes and find position in which are comfortable.  
Bring your attention to your breathing. Don’t make any effort to change it, just observe the rising 
and falling sensation that it creates in your body.  
Notice where these sensations occur – be it your belly, your chest, your shoulders, or anywhere 
else.  
For a few moments, focus on the quality of each breath, noting whether it’s deep or shallow, 
long or short, fast or slow. 
Try to let go of your thoughts and the outside world. Focus your attention on your heart center, 
in the middle of your chest, and be aware of your heart as a space.  
Resting your attention easily on your heart center, breathe gently and sense your breath flowing 
into your heart. Feel how your heart expands as you breathe in. Let your breath go in and out 
and focus on your heart center.  
(allow people to sit and meditate for about two minutes) 
Become aware once more of the physical feelings: of the chair beneath you, where your feet 
make contact with the floor, your arms and your hands resting in your lap. Notice anything you 
can hear, smell, taste or feel. 
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When you’re ready, slowly open your eyes. 
After the meditation, do a quick debriefing asking participants how they felt during the meditation and 
how they feel now. Also encourage them to think back to the moving meditation and compare the two 
experiences. 
To close the session, thank participants for their active participation and remind them to complete the 
mandatory reading and the written CMD for the lecture next week. 
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Lecture 6: Personal Leadership – Part 2 
 
 Time frame: 75 minutes 
 Instructor(s): Nadine Binder 
 Group: all students 
Session Goals 
 Help students understand the Personal Leadership process  
 Provide more details on the six practices 
 Discuss the theoretical foundations of Personal Leadership 
 
Literature: Chapter 9 (pp. 121-129) in  
Schaetti, B. F., Ramsey, S. J., & Watanabe, G. C. (2008). Making a world of difference, Personal 
Leadership: A methodology of two principles and six practices. Seattle, WA: FlyingKite. 
 
 
 
This session follow up upon the workshop and discusses again the Personal Leadership process and 
the Critical Moment Dialogue (CMD). There is time for students to ask questions that they might have 
from doing their written CMD for the homework.  
Next, the session provides students with more details on the six practices and the theoretical 
foundations of Personal Leadership. 
  
 
 
Upon closing the lecture, remind participant to complete the task in their portfolio. For that, 
each of them gets assigned to one practice to focus on during one day of the week (and then 
write down the observations). 
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Workshop 6: Practicing Personal Leadership – Part II 
 
 Time frame: 2x 75 minutes 
 Instructor(s): peer-trainers 
 Group: small workshop groups 
Session Goals 
 Students will explore the six practices further via own experiences and case studies 
 Students will assess their own practices and develop ideas for establishing a PL practice 
 Students will reflect back on all sessions and forward of how to transfer their learnings to 
their everyday life 
 
Preparation for the Session 
1. Make sure that you have the following materials: instruction sheets for all six work stations, 
group sheet to split groups; case study handouts; self-assessment sheets 
2. Before the beginning of the workshop, set up the six “work stations” in the two rooms. 
 
Part I: Opening the Session (5 minutes) 
Welcome participants and explain that today’s workshop is supposed to allow them to explore the six 
practices of PL further, how they might already practice them in their lives and how they might want to 
integrate them into their intercultural practice. The workshop will close with discussing how to establish 
an intercultural practice – wrapping up the workshop part of the course as this is the last workshop. 
 
Part II: Activity – Exploring the Six Practices (70 minutes) 
Material needed: instruction sheets for all six work stations, flipchart and markers at each work station 
There are six “work stations” in the two rooms.  
In the first step, ask participants to get-together with people who focused on the same practice for the 
homework and find the work station for their practice. There is a flipchart paper and markers – in their 
“expert” groups, participants should share their observations, ideas, questions about their practice and 
prepare a flipchart to summarize their discussion. Allow approx. 5-10 minutes for this. 
In the second step, one member from the expert group stays at the work station while the others re-
distribute to the other work stations (each to a different one). In the end, each work station should 
have a group with at least one expert from each practice. At each work station, groups now have 10 
minutes to explore the practice of their work station further. The discussion should be moderated by 
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the expert on this practice – the person can introduce the flipchart created by the expert group and 
invite ideas and comments from the other group members. A handout at the work station provides 
further tasks or questions the group can address. 
After 10 minutes, groups move on to the next work station. This is repeated until all groups have 
worked on all work stations. To close the part, each trainer will do a quick debrief in each of the rooms 
with the three groups present there. 
After all groups have been at all work stations, spend a few minutes on eliciting impressions and 
insights from the groups in your room. 
 
BREAK – Invite students to take a break of 15 minutes and after the break they will continue working 
in their small workshop groups 
 
Part III: Activity – Case Studies on Practicing Personal Leadership (20 minutes)  
Material needed: case studies  
Ask participants to form groups of four to five people and distribute one case study to each group. 
Explain the groups have about 15 minutes to work on their case study following the questions on the 
handout. Afterwards, each group is expected to share their results with the whole group. While groups 
work on their case study, be available for questions.  
After approximately 15 minutes, get everyone back together in the whole group.  Now invite groups to 
share their case study in a few sentences and discuss their answers to the questions.  
Close the activity by summarizing that there is many ways to use Personal Leadership – a 
methodology initially developed for intercultural situations that has proven useful in any relationships 
because all of us differ in some aspects (and share similarities in others). The main aim of Personal 
Leadership is to allow us to be in charge of our own experience and reaction and be at our highest 
and best. It is up to each of us to find a way of establishing a Personal Leadership practice that 
supports us in being mindful and creative – what participants have learned and tried out in the past 
two lectures and workshops has aimed to provide a foundation for that, but it is up to every participant 
to see if and how they can use Personal Leadership in their own life, also beyond this course. Thus, 
the final part of the last workshop offers time for participants to reflect upon how an intercultural 
(Personal Leadership) practice can be established. 
 
Part IV: Activity – Taking One’s Practice Home (20 minutes) 
Material needed: self-assessment sheets  
Hand out the self-assessment sheets and ask participants to fill them in individually. Explain that this is 
only for them to explore how much they engage in each of the practices already. Allow approx. 5 
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minutes for this. See if there are any questions before you proceed. Ask participants to now decide on 
one practice that they would like to “take home” and practice more in their daily life.  
Next ask participants to pair up and share with their partner which practice they chose and why. The 
partners should then together develop two to three specific ideas on how to integrate each of their 
practices into their daily life. They have about 10 minutes for this.  
Now invite a few volunteers to share ideas on how to take the practices home with the whole group.  
 
Part V: Activity – How to Practice Intercultural Competence (20 minutes) 
Ask participants to sit in a circle for a final debriefing to close this last workshop session. Write the 
following questions on the whiteboard so that everyone can see them. Then ask someone to volunteer 
to answer the first question and then go around the circle and have everyone share their ideas: 
 What are your two-three most important learnings of this whole course?  
 What is the key message that you take away from the part on Personal Leadership?  
 How do you want to use these learnings in your life at Jacobs University after this course?  
(encourage participants to be as specific as possible)  
To close this part, offer participants space for final remarks before going into the closing of the 
session.  
 
Part VI: Closing the Session (15 minutes) 
Stay in the circle and invite students to a final round of feedback to close the series of workshops. Ask 
them to take a moment to think back to all six workshops and then go around asking everyone to give 
an answer to the following questions: 
What surprised you? 
What challenged you? 
What delighted you? 
What deeply touched you? 
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Lecture 7: Wrap Up Session 
 
 Time frame: 75 minutes 
 Instructor(s): Nadine Binder 
 Group: all students 
Session Goals 
 Wrap up the class and stimulate thinking about how to transfer learning beyond the course 
 Room for clarifying task of final assignment for portfolio 
 Post-test 
 
 
Part I: Wrap Up 
The first part of the session aims to remind students of what they have learned over the semester and 
how the different topics and sessions relate to intercultural competence in practice.  
 
Part II: Final Assignment (portfolio) 
The second part of the session serves to provide students with more information on the final 
assignment in the portfolio and give them space for asking questions if there are any. 
 
Part III: Post-Test  
The last part of the session is reserved for the post-test questionnaire, administered in paper-and-pen 
format to all course participants. Students are reminded of the purpose of the research, receive 
informed consent forms and questionnaires, and are invited to complete and return both forms before 
leaving the class. There will also be time for the official course evaluation on CampusNet. 
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Syllabus 
 
INTERCULTURAL COMPETENCE IN PRACTICE  
Instructors: Prof. Dr. Ulrich Kühnen, Nadine Binder (BIGSSS PhD Fellow) 
Triangle corner: Business (2.5 ECTS)  
Prerequisites: This course is for first-year undergraduate students only.   
Course description This course is concerned with understanding intercultural competence and how to put it in practice to succeed in multicultural environments at Jacobs and beyond. It thus aims at supporting students in developing an in-depth understanding of how culture influences how we feel, think, and act, the ability to relate this knowledge to their everyday experience in a multicultural environment, and an intercultural practice based on the Personal Leadership methodology  and Critical Moment Dialogue (CMD).  More specifically, the course aims to combine theoretical and experiential sessions to engage students with two major topics – the first evolves around understanding culture and its influence on human cognition and behavior as well as cultural self-awareness; the second builds upon this and introduces the Personal Leadership methodology as a tool for developing an intercultural practice to transfer the learnings from the first part into everyday living and working in a multicultural environment like Jacobs University.  
General structure of the course  This course combines traditional classroom instruction with experiential workshop sessions designed for interactive learning. In total, the course has seven lecture sessions (75 minutes) taught by the course instructors and six workshop sessions (2x 75 minutes) facilitated by peer-trainers (supervised by the course instructors). 
 
Grading components This course is a pass/fail course. To pass the class, students need to …  
• Attend all session and participate actively  (students are allowed to miss up to two 75 min. sessions without excuse) 
• Submit a completed portfolio that demonstrates active engagement with the activities and materials  (more instructions will be provided in class) 
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Learning objectives: Upon successful completion of this course, students will … 
 … have an in-depth understanding of how culture influences how we feel, think, and act  
 … be able to relate this knowledge to their everyday experience in a multicultural environment 
 … be familiar with the Personal Leadership methodology  and Critical Moment Dialogue (CMD) and able to apply it to their own experience 
 
 
Outline of sessions 
 
Monday, February 1, 2016 – 11.15-12.30 (Seminar Room RLH) 
 Introductory Session 
 
Tuesday, February 9, 2016 – 19.15-22.00 (East Hall 1, East Hall 2) 
 Workshop: Setting the Foundations  
 
Monday, February 15, 2016 – 11.15-12.30 (Seminar Room RLH) 
 Mandatory reading for the session: Chapter 1 (pp. 1-33) in  Matsumoto, D. & Juang, L. (2012). Culture and psychology (5th edition). Belmont, CA: Wadsworth Publishing.  
 Lecture: What is Culture? – An Introduction to Cultural Psychology  
 
Tuesday, February 23, 2016 – 19.15-22.00 (East Hall 1, East Hall 2) 
 Workshop: Exploring Cultural Identities 
 
Monday, February 29, 2016 – 11.15-12.30 (Seminar Room RLH) 
 Mandatory reading for the session: Chapter 9 (pp. 346-382) in  Heine, S. J. (2016). Cultural Psychology: Third Edition. New York: Norton.  Please note: You do not have to read the whole chapter, only until the top of page 382  
 Lecture: How Culture Influences How We Feel, Think and Act  
Tuesday, March 8, 2016 – 19.15-22.00 (East Hall 1, East Hall 2) 
 Workshop: Practicing Cognitive Flexibility 
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Monday, March 14, 2016 – 11.15-12.30 (Seminar Room RLH) 
 Mandatory reading for the session: Chapter 9 (pp. 225-254) in  Matsumoto, D. & Juang, L. (2012). Culture and psychology (5th edition). Belmont, CA: Wadsworth Publishing.  
 Lecture: Intercultural Interaction 
 
SPRING BREAK 
 
Tuesday, April 5, 2016 – 19.15-22.00 (East Hall 1, East Hall 2) 
 Workshop: Switching Styles – Expanding Your Repertoire 
 
Monday, April 11, 2016 – 11.15-12.30 (Seminar Room RLH) 
 Mandatory reading for the session:  Schaetti, B. F., Ramsey, S. J., & Watanabe, G. C. (2009). From intercultural knowledge to intercultural competence: Developing an intercultural practice. In M. A. Moodian (Ed.), 
Contemporary leadership and intercultural competence: Understanding and utilizing 
cultural diversity to build successful organizations (pp. 125-138). Thousand Oaks, CA: Sage Publications.  
 Lecture: Personal Leadership – Part 1   
Tuesday, April 19, 2016 – 19.15-22.00 (East Hall 1, East Hall 2) 
 Workshop: Practicing Personal Leadership 
 
Monday, April 25, 2016 – 11.15-12.30 (Seminar Room RLH) 
 Mandatory reading for the session:  Chapter 9 (pp. 121-129) in Schaetti, B. F., Ramsey, S. J., & Watanabe, G. C. (2008). Making 
a world of difference, Personal Leadership: A methodology of two principles and six 
practices. Seattle, WA: FlyingKite.  
 Lecture: Personal Leadership – Part 2 
 
Tuesday, May 3, 2016 – 19.15-22.00 (East Hall 1, East Hall 2) 
 Workshop: Using the Critical Moment Dialogue (CMD) 
 
Monday, May 9, 2016 – 11.15-12.30 (Seminar Room RLH) 
 Lecture: Wrap Up Session   
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Portfolio (for reflective assignments) 
 
 
 
 
 
 
JTBU-701211 - Intercultural Competence in Practice 
Spring 2016 
Student Portfolio 
 
Course Instructors: Prof. Dr. Ulrich Kühnen, Nadine Binder 
Jacobs University Bremen 
 
 
 
 
 
 
 
 
 
 
 
 
Student Name: ___________________________________________ 
Matriculation Number: ____________________________________ 
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Instructors’ Note 
This portfolio is supposed to facilitate your continuous learning over the whole semester. 
Starting in week 2, you find a task for each week to be completed in that week and brought to 
class in the subsequent session.  
As a replacement for mid-term and final examinations, you also find instructions for a mid-
term and a final assignment to be included in this portfolio.  
As part of the required course work, please submit your portfolio tasks to Nadine Binder 
(n.binder@jacobs-university.de) by the deadline indicated for each task. Please submit 
the portfolio tasks as a .doc or .docx file with a file name following this structure: 
lastname_portfolio_week2.doc.  
Successful completion means that your portfolio entries meet the length requirements and 
deadline indicated for each task and demonstrate that you have engaged with the topics 
and/or materials covered in this course. The portfolio’s main purpose is to facilitate your 
reflective practice and continuous learning. 
If you have questions about the portfolio, please do not hesitate to contact Nadine Binder 
(n.binder@jacobs-university.de).  
 
CHECKLIST  
You can use this checklist to keep an overview of your portfolio progress and the deadlines.  
 
 Week 2 – Question on the mandatory reading   
 Week 3 – What is culture? 
 Week 4 – Question on the mandatory reading 
 Week 5 – Culture and perception & cognition 
 Week 6 – Question on the mandatory reading 
 Week 7 – Mid-term assignment: Cultural style  
- Spring Break -  
 Week 9 – Question on the mandatory reading 
 Week 10 – Write a “Something’s Up” 
 Week 11 – Written CMD  
 Week 12 – Observation on one PL practice 
 Week 13 – Reflection on PL and intercultural competence 
 Week 14 – Final assignment: Reflective paper 
Submission deadline 
Feb 14, 2016 (8pm)  
Feb 22, 2016 (8pm) 
Feb 28, 2016 (8pm) 
March 7, 2016 (8pm) 
March 13, 2016 (8pm) 
April 4, 2016 (8pm) 
 
April 10, 2016 (8pm) 
April 17, 2016 (8pm) 
April 24, 2016 (8pm) 
May 1, 2016 (8pm) 
May 8, 2016 (8pm) 
May 31, 2016 (8pm) 
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WEEK 2 – READING TASK 
 
Carefully read the mandatory reading for next week’s lecture (Matsumoto & 
Juang, 2012, chapter 1) and write down three things you have learned about 
culture that you consider important. Also explain why you find these aspects 
important.  
 
In total, write about 300-500 words on this.  
 
Submit by February 14, 2016 (8pm). 
 
 
 
 
 
 
WEEK 3 – REFLECTION TASK 
 
Building upon what you have learned in class so far, answer the following 
question: 
 
 “What is your culture?” 
 
This question does not require an academic answer – it rather invites you to 
reflect upon how you would describe your culture (i.e. the one you identify 
with).  
 
Write at least 500 words on this.  
 
Submit by February 22, 2016 (8pm). 
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WEEK 4 – READING TASK 
 
Carefully read the mandatory reading for next week’s lecture (Heine, 2016, 
chapter 9) and answer the following question: 
 
“Think back to how you grew up as a child and what you were taught at home 
and in school: Are you more used to an analytic or holistic thinking style? 
Provide examples to demonstrate why you think you are more used to the one 
or the other (or both).” 
 
In total, write between 300-500 words. 
 
Submit by February 28, 2016 (8pm). 
 
 
 
WEEK 5 – REFLECTION TASK 
 
 
Building upon what you have learned in class so far, answer the following 
question: 
 
“How does your culture influence how you perceive and think about the world 
around you?” 
 
To answer this question, you can build upon your writings from weeks 3 and 4 
where you reflected upon your culture and whether you were socialized in a 
more analytic or holistic thinking style. To discuss how your culture influences 
your cognition and perception, you can think back to the intercultural challenge 
you shared in the workshop in week 2 and reflect upon how your might have 
been influenced by your culture. You can also come up with other examples or 
situations that you have experienced to address the question.  
 
Write at least 500 words on this.  
 
Submit by March 7, 2016 (8pm). 
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WEEK 6 – READING TASK 
 
Carefully read the mandatory reading for next week’s lecture (Matsumoto & 
Juang, 2012, chapter 9) and answer the following question:  
 
“What are challenges in intercultural communication and what can we do to 
overcome them?” 
 
In total, write between 300-500 words. 
 
Submit by March 13, 2016 (8pm). 
 
 
 
 
 
WEEK 7 – REFLECTION TASK (MID-TERM) 
 
Building upon what you have learned in class so far, answer the following 
question:  
 
“How does your culture influence your experience and interaction with others in 
the multicultural environment at Jacobs University?” 
 
This question builds upon your earlier reflection tasks and asks you to expand 
on your work from week 5 by taking into account everything you have learned 
until this point (including lecture 4 on intercultural interaction). You are 
welcome to re-use the intercultural challenge you shared in the workshop in 
week 2 and you can also come up with other examples or situations that you 
have experienced to address the question.  
 
Write about 700-1000 words on this. You are also free to be creative and add 
visual materials (pictures, drawings) to your work.  
 
Submit by April 4, 2016 (8pm). 
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WEEK 9 – READING TASK 
 
Carefully read the mandatory reading for next week’s lecture (Schaetti, 
Ramsey, & Watanabe, 2009) and answer one of the discussion questions at 
the end of the chapter (p. 137).  
 
You can choose any one of the six available questions and write 300-500 
words on it.  
 
Submit by April 10, 2016 (8pm). 
 
 
 
 
 
WEEK 10 – REFLECTION TASK  
 
As a preparation for the next workshop, think about a “something’s up” that you 
have experienced in the past. If you have difficulty to come up with something, 
think about the last time you were annoyed by something or had an argument 
with someone (it does have to be from the Jacobs context, it can also be 
something that happened with people outside of Jacobs or before you came 
here).  
 
It should be something that you remember well enough to work with it in class 
and something that you feel comfortable sharing with others. 
 
Describe the “something’s up” in sufficient detail (i.e. about half a page or 
more) and remember to keep it descriptive (avoiding interpretations and 
evaluation at this point).  
 
Submit by April 17, 2016 (8pm). 
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WEEK 11 – REFLECTION TASK 
 
Below you find the CMD questions that you have already worked with in the 
workshop. Think about a “something’s up” you have experienced, briefly 
describe it and then do the CMD in written (similar to the example worksheet 
you have received in the workshop). 
 
Submit by April 24, 2016 (8pm). 
 
 
 
Summary of the Something’s Up critical moment 
What are the circumstances? What happened?  
 
Attending to Judgment 
What is the positive or negative judgment I am having about myself, or about the other 
person or situation I am facing? 
What positive or negative assumptions am I making about myself, the other person, or the 
situation I am facing? 
What was I expecting? What is motivating me in this situation? What do I think is motivating 
the other people involved? 
 
Attending to Emotion 
What are the positive or negative emotions I am having in this situation? What are the 
qualities and characteristics of my emotions? 
What information are the emotions offering me? 
Why do I care about this critical moment situation so much? Which of my values are 
involved? 
 
Attending to Physical Sensation 
What is the physical sensation I am experiencing in this critical moment situation? Where is 
the sensation located in my body?  
What is the sensation about? What is it communicating to me? 
What do I need to do to feel physically at ease and balanced again? 
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Cultivating Stillness 
What additional questions, focusing on any of the practices, do I need to ask myself? 
Taking a breath, what insights come from the silence within? 
What can I learn about myself from this critical moment situation? 
 
Engaging Ambiguity 
What do I not know? 
What more can I not know? 
What can I do to become more comfortable with the ambiguity and/or to get some 
clarification? 
 
Aligning with Vision 
Where are the gaps between my current reality and my vision of myself at my highest and 
best? 
How does this situation confirm my vision? What aspects of my vision does it confirm? 
How, if at all, does this critical moment experience suggest I change or refine my vision? 
 
And then … Discerning Right Action 
What might I do to bring my current reality into alignment with my vision? 
What action might best move me towards my highest hopes and enhance the creative 
potential of this interaction, relationship, or situation? 
What, if anything, is the right thing for me to do? To say? To whom? How? 
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WEEK 12 – REFLECTION TASK  
 
As a preparation for the next workshop, pick a day during which you pay 
special attention to the practice that you were assigned to in class (or via e-
mail by the instructor if you missed class).  
 
Write down your observations and thoughts at the end of the day. What did you 
notice about the practice you focused on? Are you already doing it or is it 
something that is new for you? Do you find it useful to pay attention to it and 
why/why not? 
 
Write about 200-300 words on it. 
 
 
Submit by May 1, 2016 (8pm). 
 
 
 
 
 
WEEK 13 – REFLECTION TASK  
 
To conclude the part on Personal Leadership, reflect upon the following 
question: 
 
“In your opinion, how can you use Personal Leadership (or parts of it) to 
develop your own intercultural competence and practice it?” 
 
Write about 300-500 words on this. 
 
Submit by May 8, 2016 (8pm). 
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WEEK 14 – REFLECTION TASK (FINAL ASSIGNMENT) 
 
For your final reflective assignment, answer the following question: 
 
“What have you learned about intercultural competence in practice and how 
can you transfer these learnings to your everyday life at Jacobs University?” 
 
When answering this question, make sure that you explain (1) what your 
understanding of intercultural competence is, (2) what you have learned about 
practicing intercultural competence in this course, and (3) how you can apply 
these learnings to your life at Jacobs University.  
 
While your answer to this question is highly personal and requires more 
reflection than traditional academic writing, we expect that you include 
references to the materials covered in class as well as examples from your 
intercultural experience to support your ideas. 
 
In total, write 1000-1500 words on this.  
 
Submit by May 31, 2016 (8pm). 
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Appendix E 
Topic guide for focus groups  
 
Set-up of the room 
• Set up room with coffee, tea, cake, sweets / provide cups and plates 
• Set up table with chairs, consent forms, blank paper and markers 
 
Upon participants’ arrival 
Welcome participants and invite them to take coffee/tea and snacks and then get seated 
around the table. 
 
Procedure / questions 
Time Frame Activity/question 
5 minutes Officially welcome all participants, introduce the project and consent 
forms 
5 minutes Explain the procedure and the ground rules of the group discussion 
10 minutes Introduce the icebreaker task: at each table, participants should use the 
markers and paper provided to draw their intercultural superhero  
– there are no other rules, just be creative 
10-15 minutes Announce end of the drawing task and invite participants to sit in a circle 
of chairs.  
Ask groups to present their drawing to the whole group. 
(time limit: 3-5 minutes per group) 
20-25 minutes Free discussion among participants 
Input/questions from the moderator: 
o Nowadays, intercultural competence has become a buzzword in 
business, but also in higher education. Who needs intercultural 
competence? Why? 
o How can we develop intercultural competence (at Jacobs)? 
o Think about a person you know who you think is really 
interculturally competent, how would you describe this person? 
What does he or she do, say, …? 
o Think about a person you know who you do not consider 
interculturally competent, how would you describe this person? 
What does he or she do, say …? 
o Think about a situation in which you had to demonstrate 
intercultural competence. Briefly describe the situation and what you 
did. 
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5 minutes Closing of the discussion, thank all participants for their contributions, 
allow space for final comments 
 
 
Additional questions (use as needed):  
Scenario questions 
 How can we develop intercultural competence at Jacobs? 
o Think back to the intercultural training during orientation – do you think that 
this helps developing students’ intercultural competence? 
o There is the idea of offering a semester-long, credit course on intercultural 
competence. What do you think about that? What would you expect from such 
a course? What should it look like? 
 Who should do the course – faculty, external trainers, or peers as in the 
orientation? 
o Some universities use buddy-programs, pairing local and international students 
or more senior and freshmen students. Do you think this could support 
intercultural competence development of students? 
 
“Devil’s Advocate” 
 In another discussion, a student argued that Jacobs students anyways already have 
very high intercultural competence and do not need any support or training. What do 
you think about that? 
 
 In business, people often feel that intercultural competence is all about reaching their 
own goals, e.g. when negotiating with people from another culture.  
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Appendix F 
Coding frame for analysis of qualitative data from post-test questionnaires and semi-
structured student interviews conducted in the beginning and at the end of the course 
Codes marked with an asterisk (*) have been inductively derived from answers to the open 
question in the post-test questionnaire. Codes without an asterisk have emerged inductively 
from the student interviews. Headings of groups of codes represent the categories deductively 
derived from the assumptions and interview guide. 
 
Peer-led workshops 
Benefits of peer-instructors 
Code Definition Example Comment 
Shared experience*  Age mates/peers; have 
gone through the same 
experience; can 
understand the students 
better  
“They can relate to us 
better as fellow JUB 
students with plenty of 
their own 
experiences”(*) 
 
“Because I don't have 
any reason to keep quiet 
when she has shared her 
story when she got here 
about the cultural 
differences. Because 
they are not perfect 
when they got here, all 
their stories, they began 
in a negative way, but 
they end in a positive 
way.” 
Often related to 
“Easier to share 
with” 
Easier to share with*  Easier to share with peers 
as they are same age/on 
eye level, won’t judge, 
have also made same 
“mistakes” 
“Because you are more 
likely to share also 
private insights that you 
experienced. So you are 
not overthinking your 
reactions, you are just 
giving it away more 
easily.” 
 
“That was very smart 
idea because we can 
actually talk to them and 
they would explain 
properly, it's not like 
they would judge us 
because they know that 
we have been through 
this, they have been 
through this, so it's 
good.”    
 
Competent 
teacher/guide*  
Are competent in what 
they do, can explain 
“I also thought it was 
beneficial because they 
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things, guide/facilitate, 
comments saying they 
were good, well-chosen  
had a different style of 
you know giving the 
information towards us 
or handing it from your 
end to our end. And I 
think that I learned 
faster different things 
because they just, they 
were closer to being a 
student themselves” 
Friendly/approachable*  Are friendly, 
approachable  
“All of them were 
approachable and 
friendly, I mean you can 
just go, speak to them.” 
 
Role models*  Can share their 
experience, be role 
models inside the 
classroom and beyond (in 
everyday campus life) 
“You get to have role 
models” 
 
Open-minded*  Open-minded to listen to 
the students 
“They are going to be 
very open to hearing 
new perspectives 
because they are still in 
the process. Not that it 
ever ends, but I just feel 
like they are more eager 
to listen.”  
 
Challenges of peer-instructors 
Less professional/ 
knowledgeable*  
Might make small 
mistakes; not be able to 
answer certain questions, 
especially about course in 
general 
“It was hard, sometimes, 
to ask questions and get 
answers” 
 
“Well sometimes the 
task or the exercise 
didn't really work out. 
Because one could still 
see that they were still 
pretty dependent on the 
written instruction. And 
if it wasn't really 
working out the way it 
should be, then you 
could see, ok, we better 
skip this exercise now or 
there was a degree of 
uncertainty about it.” 
Trainers also 
commented on 
their uncertainty 
due to not 
attending lectures  
+ not having 
designed the 
session 
themselves 
 
Most comments 
add that it was 
less professional 
but that this was 
not really a 
problem as one 
could also ask the 
lecturers  
Authority issues*  How to be a peer and a 
respected authority at the 
same time; for example 
being too strict vs. not 
pushing through with an 
activity when students 
complained  
“A few of them did not 
handle the whole having 
power as an instructor 
but still being a peer 
dynamic very well. 
They were ineffective 
peers because they cared 
too much about being in 
control.” 
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“And also that 
sometimes it was hard to 
grant them the authority 
that they were supposed 
to have.” 
Small community/ 
confidentiality* 
Some are friends, so 
difficult to share very 
personal things; 
confidentiality issues 
(afraid that personal 
stories get shared 
amongst peers); might 
influence how one is 
perceived outside the 
classroom 
“Some of them are 
friends, harder to share 
personal thoughts” 
 
“You could never be 
really sure to what 
extent they actually keep 
their confidentiality. I 
mean they do, but at the 
same time they know 
you differently and more 
intimate maybe in some 
situations and that's how 
they automatically think 
of you outside the 
classroom as well, I 
mean it's unavoidable. 
And you do interact 
with them outside the 
classroom.” 
 
Lack of transparency/ 
consistency  
Lack of consistency in 
how peer-trainers 
approached their role 
(e.g. some more like 
friends, others more strict 
and distanced); change in 
enthusiasm over time; 
lack of transparency 
about why certain 
activities were done 
“At the beginning I also 
found that in the 
workshop, the peer-
trainers were more 
enthusiastic and towards 
the end, it was just, they 
didn't want to do it, like 
some of them.” 
 
“Some of the peer-
trainers approached it 
more as like they are 
peers and they are like 
our friends and then 
some of them 
approached it more like 
we are in charge and 
then that was just, it was 
hard, like because we 
had different ones each 
workshop, and it was 
sometimes hard to 
understand how we were 
supposed to talk to 
them, how they were 
expecting to be treated.” 
 
Only girls     
Workshop format pros 
Low pressure/ 
comfortable 
environment*  
Low pressure, relaxed 
atmosphere Comfortable, 
“I was able to express 
myself without any 
fear.” 
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safe environment (can 
share, be open, speak up) 
 
“The fact that it was 
being monitored by 
people who are close to 
our age group I think 
and also from different 
cultures made it a more 
friendly, equal 
environment I guess, it 
was just easier to speak I 
guess. ” 
 
“And it was also 
creating a more personal 
and private 
environment, I guess. So 
it was more like, of 
course it was more 
academic than sitting 
together at dinner, but 
you are also sitting with 
these persons together at 
dinner and talking about 
intercultural, so it was 
just like one step ahead 
of normal environment. 
” 
Opportunity to 
practice*  
Apply concepts and 
theories, apply learnings 
in the workshop 
“Really helped practice 
what we learned.” 
 
“Because often those 
times when I felt like I 
don't understand how 
this is relevant to me in 
the lecture, we would do 
something in the 
workshop that would 
then make it more 
relevant.” 
 
“It's like first you learn 
something through the 
lecture and then you can 
use it during the 
workshop.” 
 
Enjoyable learning*  Fun activities, enjoyable 
sessions 
“We had fun and 
learned at the same 
time.” 
 
“I think it's a course that 
you can both have fun 
and learn something that 
I am personally really 
interested in.  ” 
 
Learn from each other Learn about other 
people’s experience, how 
“Because some of us 
would read a question or 
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they perceive things, feel 
and act; listening to each 
other’s stories; interesting 
discussions among 
students 
something we are 
supposed to give our 
opinion on and like I 
have one understanding 
of what the question was 
even asking, but then 
other people would have 
other understandings 
and it like facilitated 
really good discussion.” 
 
“Because in our 
workshops, there were 
many people and most 
of them were from very 
different cultures and 
you got to talk to all of 
them during the 
workshops, so it taught 
me how they act, how 
they feel because not 
only I notice myself, 
they also expressed it.” 
 
“I think everyone was 
clearly coming from a 
different place, I don't 
mean country, I just 
mean like a different 
mental state. And I think 
this dynamic worked out 
well because everyone 
was intrigued and 
everyone was curious to 
listen.” 
Interactive*  Being interactive; being 
in smaller groups and 
encouraged to talk 
“It is done in smaller 
groups. And when you 
are in smaller groups, 
you actually do kind of 
speak up and the trainers 
motivate you and try to 
engage you in the 
conversation” 
 
“And the workshops 
were also great because 
it gave people a break 
from reading and being 
in class and listening to 
it and they actually 
participated in it.” 
 
Make friends*  e.g. also with people 
outside one’s usual 
circles / get to know 
people in more depth 
“I got to know people I 
had never talked to 
before” 
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“I really liked the small 
group of people getting 
really close to each 
other. Especially 
because the people that 
signed up for this course 
were from all different 
majors and some of 
these people, like I 
showed up the first day, 
I was like, I didn't even 
know you went to 
Jacobs and this is a 
pretty small school.” 
Gain knowledge*  General remarks on 
gaining knowledge on 
theories and models  
  
Reflection space*  e.g. on self and cultural 
background 
“It was a low pressure 
environment that 
encouraged reflection 
without being too 
formal.” 
 
Flexibility of format  e.g. flexible handling of 
breaks (shorten breaks 
and end earlier) 
  
Interesting* Interesting 
sessions/workshops 
  
Workshop format cons 
Timing* Too late, too long, hard to 
stay focused 
“A few of the 
workshops were too 
long and it was hard to 
remain engaged 
throughout at the end of 
the day.” 
 
“Just simply the timing 
of it I guess was a bit 
unfortunate.  ” 
1 of the 9 in 
interview 
commented he 
liked the timing 
as closing of day 
Not wanting to 
share/differences in 
active participation*  
Not everyone shared 
same enthusiasm / not 
wanting to share personal 
things with the group / 
people not speaking up 
“It was hard to talk 
about personal things” 
 
“I think sometimes they 
wanted us to talk a lot 
more than we wanted to 
talk about some topics.” 
 
“Obviously not all of the 
people would raise their 
hands because maybe 
they talked about 
something very personal 
and they wouldn't want 
to share it or they were 
just tired.” 
 
Too superficial*  Not in depth enough   
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Faculty-led lectures 
Benefits faculty-led lectures 
Code Definition Example Comment 
Informative/knowledge  Comments on the lectures 
being informative, 
interesting, conveying 
knowledge (e.g. 
theoretical background, 
specific content, 
concepts). 
 
“I thought it was really 
interesting to have this 
theoretical 
understanding, like these 
little aspects that you 
can just, you know, you 
learn them and then you 
go, 'oh, I noticed this 
before', like this totally 
makes sense” 
 
“I learned about many, 
many concepts, many 
different approaches. I 
haven't heard a single 
one of them before, 
that's why like all of 
these approaches were 
brand new.” 
More specific 
comments focus 
on finding it 
interesting to 
learn about 
history of culture, 
psychological 
perspectives (e.g. 
on origins of 
culture, thinking 
styles) 
Well-structured  Comments such as being 
close to reading, easy to 
follow, and well-
structured 
“… if you have a 
reading that you can 
prepare for the lecture, 
so you are not so lost 
when the teacher (…) 
tries to tell you 
something about it (…), 
so you have kind of like 
a preparation or 
preparatory feeling 
towards the lecture (…)” 
 
“Lectures were very 
well-structured, they 
were very straight-
forward and easy to 
understand” 
 
Encouraged critical 
thinking  
   
Having different 
lecturers  
   
Challenges lecture format 
Lack of examples/ 
relevance  
Comments on lack of 
examples to relate to or to 
grasp the relevance of the 
lecture content for one’s 
own experience 
“In the lectures, I 
sometimes (…) felt like 
we were learning a lot of 
things sometimes 
without examples that 
we could always refer 
to. Because a lot of the 
studies, it seemed like 
didn't necessarily apply 
to us and then it was 
harder for me to 
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understand why this was 
important” 
Too much theory/ too 
complex  
   
Repetitive content*     
 
 
Reflective assignments 
Reflective assignments pros 
Code Definition Example Comment 
Supported learning 
process  
Comments on learning 
something (e.g. about 
oneself), finding them 
useful, supporting the 
learning process, realizing 
that one was writing 
something one was not 
even aware of before 
“(…) but we have to 
really tell and identify 
our own cultures, so I 
actually did some 
research about my own 
culture. And then I just 
think like these essays 
really helped, like in the 
learning process of this 
course.” 
 
“Because with me, I 
would start typing and 
like halfway through I 
would realize that like I 
was saying something 
that I hadn't even meant 
to say, but like it was 
totally true. And I really 
liked that because 
especially in my major, I 
don't get a lot of 
opportunities to do 
writing like this.” 
 
Critical reflection/self-
discovery  
Being encouraged to 
critically reflect on 
readings and class 
content; being “forced” to 
sit down and reflect upon 
one’s own experience and 
identity and thereby 
discovering new things 
“Well a lot of them were 
related to the readings 
(…) and I feel like with 
these reflections, it was 
not expecting me to just 
reiterate what was 
written in the text, but 
rather bring in my own 
thoughts and relate it 
to.”   
 
“Because I mean, you 
were kind of forced to 
think about it and it 
wasn't just like a 
subconscious thing that 
was going on (...). But it 
was just something that 
you were actively 
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thinking about and 
really trying to go like 
on a deeper level and 
then another level and 
then see and try to 
discover what actually 
lies you know beneath 
all of it.” 
 
“Well the purpose of the 
reflective paper, I 
actually liked the 
concept because it kind 
of builds in from your 
own thoughts and it 
goes back to your own 
memories, so basically 
that's really good 
because what you are 
learning now and you 
relate it to your past and 
you actually think ok, 
yes, this is what it 
means. 
Being able to express 
personal things (4 
interview) 
Comments on being able 
to freely express 
themselves on paper but 
also on being able to 
share very personal 
stories they would not 
share in the classroom  
“Written is definitely 
easier for me because I 
am writing to myself. 
And I think it is always 
easier to talk to yourself 
in a way. (…) But I still 
was ok, like I could 
express my thoughts, 
just with less personal 
examples in the 
workshops.” 
 
“I mean definitely 
writing something down 
instead of saying it out 
loud, whether it is just 
for you, like whether 
you reflect upon 
yourself or whether you 
try to confront 
somebody, it is always 
easier of course to not 
do it in person. But I 
think that it did kind of 
help to know that only 
you were reading it. 
Because if (…) for 
whatever reason if they 
were reading it, I for 
sure would not have 
written things that I did 
because I know them 
(often linked to 
“confidentiality/ 
small 
community”) 
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outside the classroom 
and then that's 
something I would not 
share with anybody 
else.”    
Improve writing skills 
(4 interview) 
Comments on how having 
to write every week helps 
improve writing skills, 
type faster, look up words 
and improve vocabulary 
“And I also feel like it 
actually improves my 
writing skills.” 
 
“And it also really 
practices your writing 
skills.” 
 
Less pressure in the 
end (1 interview) 
Less pressure than when 
there is a final exam as 
you already did all the 
work throughout the 
semester 
“And it was very good 
to have something like 
that to work 
systematically and not to 
worry in the end or 
stress over it in the end.” 
 
Reflective assignments cons 
Too repetitive* Questions/prompts too 
similar, seemed to ask for 
same thing 
“Reflections seemed to 
ask the same questions 
but in different words” 
 
“It's hard to write 
something unique and 
interesting every week 
and then on top of that 
some of the prompts felt 
like they were kind of 
just merging into 
answering the same 
thing multiple times, so 
I think that was 
probably my largest 
issue with the class.”  
Some commented 
on this but then 
said it helped 
them to discover 
new layers or 
perspectives 
Deadlines/time 
management  
Comments on sometimes 
forgetting about it and 
then having to finish it 
quickly 
“It’s just sometimes you 
get really busy in the 
week and suddenly on 
Sunday you realize you 
have an assignment.” 
 
Being honest/ 
reflecting is 
challenging  
 “I think at the 
beginning, I was a bit 
hesitant about being just 
blatantly honest and 
opening up about things. 
But as the course went 
on and I came to terms 
with the fact that this is 
a really good way to 
express yourself.” 
“I think reflecting in 
general is challenging, 
(…) but it was also 
enjoyable for me.” 
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Intercultural learning 
Code Definition Example Comment 
Cultural self-
awareness  
Comments on how they 
have learned about 
themselves, their own 
culture, what it means, 
how it influences them, 
what they identify with 
“I remember that for one 
statement we were asked 
about that and then for 
the next statement like a 
similar way. And in the 
first statement I said that 
I wasn't, like I don't 
define myself with the 
German culture that 
much. But then in the 
next statement we had to 
reflect from a different 
angle and I was like, oh, 
wait a minute, I am a 
little bit German, I 
cannot deny it. So I 
mean, that was definitely 
an interesting thing to 
see through those 
reflective statements, to 
discover about myself.” 
 
“Well in the beginning, 
like if someone asked 
me like 'hey, what's your 
culture?', I would just 
say, 'I don't know, Indian 
Muslim' or something. 
But now I have realized 
that culture is not like 
something which has 
boundaries to it, you 
know the definition does 
not have boundaries. So 
basically it's everything, 
it can be anything, even 
the way you dress, the 
way you eat, what you 
eat, how you, I mean 
that's everything, I mean 
your habits, your 
traditions, so that's 
culture. So for, I actually 
realized that culture is 
not a unidimensional 
thing, it's a 
multidimensional thing. 
(…) And now I actually 
could relate to myself 
and I mean I could find 
out my family values, I 
could relate everything, 
my family values, how 
Most also 
commented on 
how this is the 
basis for ICC 
(you need to 
know yourself 
first) 
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they shaped my 
personality as a whole 
and so basically, it's not 
just one thing, it's a 
collection of many 
items.” 
ICC understanding  General code to capture 
how participants now 
define ICC  
“I am taking away 
definitely a better 
understanding of how 
little I actually know. 
Because before this 
class, I had done like a 
three-day intercultural 
competence training and 
then the intercultural 
training in o-week and I 
was like I think I know 
stuff. But then 
throughout this course, I 
was like, I do know 
some things, but I really 
don’t know a lot of 
things.” 
 
“There is no guidebook 
to intercultural 
competence.  I think 
that’s my biggest take 
away.” 
 
“It is malleability, in the 
sense that you have no 
preconceived notions or 
no biases and so with a 
mentality that is very 
flexible, you can easily 
accept and you wouldn’t 
even have to tolerate, 
you would accept and 
observe everything.” 
Many different 
answers, 
interesting is that 
many realized 
that ICC means 
continuous 
learning 
Understanding culture 
& its influence  
Comments confirming 
that participants feel they 
have a better 
understanding of culture 
and how it influences us 
in general or specifically 
e.g. perception, thinking 
styles, and 
communication styles.  
“And especially having 
the historical 
background and the 
reasons why people may 
behave like the way they 
behave because where 
they are from or how 
they have been raised in 
that culture or 
something, that 
definitely helps, helps a 
lot also outside the 
Jacobs environment.” 
 
“Now actually I do 
understand on how 
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people, you know, how 
culture actually 
influences the way 
people speak, behave, 
talk.” 
Broad definition of 
culture/complexity  
Having learned that 
culture in its broad 
definition encompasses 
more than national 
culture, e.g. also 
subcultures within a 
nation, other social 
groups, origin of culture 
(influenced by 
geography, climate, …), 
linguistic or religious 
communities, having 
multiple identities  
“I also liked the fact that 
throughout this course I 
realized how culture is 
not limited by countries, 
but also on a very 
individual basis and how 
within one country, there 
could be subcultures as 
well.” 
 
“Also the reading for 
that class I found the 
most interesting because 
it gave the most 
background on how 
culture actually may 
define themselves and 
then for the first time I 
actually also thought that 
a culture, I mean I knew 
it could be country or 
religion or you could 
have different cultures 
within a country that 
either do or do not live 
peacefully together, but I 
did not think that for 
example sexual 
orientation or just 
different backgrounds or 
something could also be 
defined as a culture.” 
 
PL methods  Comments on having 
gained an understanding 
of PL and how it is useful 
in intercultural situations 
(and beyond them) 
“I thought that it was the 
more interesting to see 
how much you can 
actually do by just 
reflecting upon yourself 
and how much you can 
learn from that. (…) And 
you don’t necessarily 
have to read a textbook 
about their culture to 
reach the same level of 
understanding, I think.” 
 
“The content which I 
really liked, (…) the 
Personal Leadership 
thing where I mean I 
was going through a 
phase at that point of 
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time and it was actually 
happening, so I could 
relate to it and I could 
actually understand what 
I should do.” 
IC skills/ 
communication skills  
 “Because especially in 
an environment in 
Jacobs, you do have the 
whole cultural diversity 
itself already, but 
knowing to get the best 
out of it, how to really 
be in enriching 
discussions and 
enriching social 
contacts, I think this can 
be a very, very practical 
and good tool. Because 
especially for first-years, 
me included, I had some 
difficulties to eliminate 
certain cultural borders 
and this course helped 
me to jump over these 
borders.” 
“I know how to talk to 
different people from 
different cultures. That's 
the core I think that we 
learned from this 
course.” 
 
“And I think having it at 
the beginning definitely 
eases the way and it 
helps you to navigate 
better through your 
Jacobs experience and to 
get more out of it as well 
and to be less hung up 
on situations where like, 
I mean why is this 
person doing this? And 
then you know, ok I 
know why they are 
doing it, so I can move 
on now, like I am done 
with it.” 
 
“Well overall what I am 
taking out of this course 
is basically how to 
manage situations, like 
recently the problem in 
my group dynamics, I 
actually took a lot from 
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the class content and 
transferred it. And I can 
actually use it in my 
practical life.” 
Changing oneself – 
specific examples  
This code captures when 
participants explicitly 
elaborate on what they 
are now doing differently 
based on learnings from 
the course or give 
examples of a situation 
where they behaved 
differently, e.g. reflecting 
upon why a friend 
behaved this way, step by 
step accepting more 
ambiguity, etc. 
“Like I would always 
see myself as kind of 
introverted and quiet 
person. And now 
sometimes I push myself 
like to speak more or 
speak up in public. And 
try to be the one who 
start a conversation with 
others.” 
 
“For example in the 
Personal Leadership 
thing where, I mean I 
was going through a 
phase at that point of 
time and it was actually 
happening, so I could 
relate to it and I could 
actually understand what 
I should do. And I 
actually did find out a 
way and now everything 
in my group, my group 
dynamics is pretty much 
solved and I am kind of 
happy now.” 
 
Accept/engage 
ambiguity  
Being able to accept and 
engage ambiguity when 
one is out of one’s 
comfort zone or does not 
know or control 
everything, how the 
course has helped to be 
more ok with this 
“Especially with the 
accepting ambiguity or 
embracing ambiguity 
(…), I think one of the 
biggest things I have 
come to realize is that I 
am not going to know 
everything. And that I 
can use other parts of 
what I have learned to 
try to make that ok and 
not cause problems with 
it.” 
 
“It helps you to know 
how to navigate through 
any kind of different 
situation that you are in. 
And I think that's what 
our students need to 
have in their daily lives, 
to have the knowledge 
how to act in a way that 
you are in the zone that 
you are not used to it.” 
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“I mainly would 
recommend it because of 
the reflection 
assignments. (…) I think 
that if this were to be 
integrated into an 
education system, that 
would actually be very 
valuable. It would 
actually make us more 
well-rounded. I mean I 
think my definition of 
well-rounded is not 
limited to being good at 
math and physics and 
knowing some political 
science. I think well-
rounded is actually being 
content with yourself, 
not being confused, 
knowing how to 
approach these 
ambiguous situations 
and coming to terms 
with the idea that 
everything is always in a 
very grey area, you are 
never right, you are 
never wrong, you cannot 
blame anyone, you can 
just start to learn to cope 
with it.”   
Suspend 
judgment/observe  
Comments on how course 
helped to become more 
aware of judgment (and 
distinction between 
describing and 
interpreting) and better 
able to suspend it and 
observe the situation from 
a more neutral 
perspective  
“And it helps me to be 
less judgy about people 
or situations because I 
tend to be a really 
judgmental person by 
nature.”  
 
“Also don't judge too 
easily, don't come to a 
conclusion too easily, 
give people time they 
might need, give 
yourself time to, to get 
comfortable with people. 
And if you feel 
offended, then go a step 
back and just imagine 
you are in the, in the 
seminar and think about 
what the reason or what 
the motive or intention 
could be behind this, this 
phrase or this saying that 
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you just offended you. 
That is not, that the 
intention must not 
necessarily be to offend 
me or to, I don't know, 
be rude or impolite. “  
Culture-specific 
knowledge  
e.g. differences in 
gestures, communication, 
religion, language 
“The real practical 
insight in the seminars 
when we were really 
hands on talking about 
how our culture is 
different from other 
cultures, how certain 
sentences or gestures can 
be perceived differently 
depending on the culture 
and that saying and 
meaning are really 
complete, two 
completely different, 
different things.” 
 
“It actually helped me 
because interacting with 
people from other, so 
people from Africa and 
America, this actually 
improved I would say 
my knowledge.” 
 
 
Suggestions for improvement 
Code (suggestion) Definition / examples 
More diverse content* e.g. simulations,  public speaking, more on thinking 
styles/psychology 
Different scheduling*  Schedule it in the afternoon or generally not that late in the 
evening, some also commented on clashes with other classes  
Smaller workshop groups*  So people have even more comfort and space to talk and share 
Same trainers all semester  To get used to them, have more comfort 
Grading instead of pass/fail  To reward efforts 
Bi-weekly assignments  Offer assignment bi-weekly so students have more flexibility 
(can then increase word count) 
Less lectures, more workshops  More workshop sessions 
Faculty joining workshops 
occasionally  
To answer questions and support (as peer-trainers sometimes 
seemed lost with activities) 
More harmony in trainer role  Similar understanding of their role (as some were more like 
friends and others more strict and distanced) 
Different portfolio questions  But also inherent in criticism of being too repetitive 
Less workload  Too much workload for 2.5 ECTS (other participants did not 
agree when asked about it in interviews) 
Use short videos  Offer examples, visual might stick more and help to better 
understand 
Better lead into PL  Relevance only became clear over the course of sessions 
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Appendix G 
List of codes emerging from qualitative analysis of data from group interviews with peer-
instructors 
Numbers in brackets indicate how many of the five peer-instructors mentioned this aspect. 
 
Start of program Mid-term End of program 
 
Benefits 
 
Motivation (ALL): self-
development/ strengthen 
skills (from Winter 
Academy) 
 
Expected benefits for 
trainers: 
 Gain confidence 
(2/5) 
 Apply learnings 
from studies (2/5) 
 Get to know each 
other & students 
(2/5) 
 Have fun (1/5) 
 Have experience for 
the CV (1/5) 
 Learn more on 
facilitation & 
debriefing (1/5) 
 
Benefits 
 
Experience (ALL): positive 
experience so far (most have 
conducted 1-2 workshops)  
 
Experienced benefits for 
trainers: 
 Learning opportunities 
(3/5) 
 Apply knowledge 
(3/5) 
 Gain confidence (2/5) 
 Learn more on how to 
facilitate (2/5) 
 Share insights from 
JUB life (1/5) 
 Be more patient (1/5) 
 Get to know the 
students (1/5) 
 
 
 
Benefits 
 
Experience (ALL): positive 
experience 
Expectations (ALL): expectations 
were met 
 
Experienced benefits for trainers: 
 Interact with first-years 
(3/5) 
 Transfer 
knowledge/explain things 
(2/5) 
 Practice trainer skills in 
more challenging setting 
(3/5) 
 Practice teaching (1/5) 
 Personal growth (1/5) 
 Apply theoretical 
learnings from studies 
(1/5) 
 Self-presentation, 
communication, and 
facilitation skills (1/5), 
e.g. speaking slower and 
more clearly 
 
 
Challenges 
 
Expected challenges for 
trainers: 
 Balancing being a 
peer & authority 
(2/5) 
 Balancing workload 
(2/5) 
 Establishing trust 
(1/5) 
 Keeping group 
motivated (1/5) 
 
 
 
Challenges 
 
Experienced challenges for 
trainers: 
 Getting students to 
talk/participate (5/5) 
 Getting the group to 
listen (1/5) 
 Being tired in the 
evening (1/5) 
 
 
Challenges 
 
Experienced challenges for 
trainers: 
 Very different group 
dynamics (5/5) 
 Spontaneous 
facilitation/reaction (2/5) 
 Answer questions from 
lectures (2/5) 
 Being accepted as an 
authority (1/5) 
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Learnings (at the end): 
 Not as experienced as we thought / continuous learning process 
e.g. dealing with difficult participants or situations, making mistakes or making things more 
complicated than necessary (e.g. splitting up groups) 
 Intercultural learning: more confirming what they already learned, might even feel less 
confident because now more self-critical 
 Might have learned more if designing activities themselves 
 
Benefits for students: 
 Allows them to practice/try things out 
 Less authority gap / more credibility 
 More comfortable atmosphere  
 Good to have peers  
 Get diverse perspectives 
 
Challenges for students: 
 Expected timing to be a challenge  experience: yes, they are tired, but positively surprised 
by attendance and participation 
 
Benefits for university: 
 More interculturally competent students = happier, more open-minded, less conflict, less 
clustering, more exchange, better conflict resolution 
 Promote nice & inclusive atmosphere 
 Complements orientation week training (which is not sufficient) 
 Cheaper 
 
Challenges for university: 
 Need to find enough motivated & well-trained peer-trainers (provide resources to pay them as 
TAs as it requires a lot of work/time commitment) 
Ideas for improvement: 
 Make it a paid position 
 Stay with same trainers but pair trainers to complement each other in skills and style 
 Change timing of workshop (e.g. to afternoon) 
 Change name (connotations with “intercultural” at JUB) 
 Advertise it earlier to potential peer-trainers (so they can sign up for Winter Academy, might 
allow a better mix of gender and nationality) 
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Appendix H 
List of codes for analysis of reflective papers 
 
1. Learning Objectives 
This first-level code captures the three learning objectives identified prior to the course 
(deductively derived second-level codes) and specific sub-categories derived from the data 
(inductively derived third-level codes) 
1.1. LO1: in-depth understanding of culture 
1.1.1. Complex concept 
1.1.2. Origins of culture 
1.1.3. Culture influences how we feel, think, and act 
1.1.4. Culture is learned 
1.1.5. Culture is evolving and changing 
1.1.6. Intercultural communication 
1.1.7. Intercultural competence 
1.1.8. Understanding of cultural differences 
1.1.9. Culture is one influence, not the only one 
1.1.10.  Uniqueness of human culture 
1.1.11. Scientific approach to culture 
1.1.12. Culture and language 
1.1.13. Culture cannot be observed/abstract concept 
1.1.14. Culture as way of life 
1.2. LO2: relate knowledge to own experience 
1.2.1. Reflect upon own cultural identity 
1.2.1.1. Superficial reflection 
1.2.1.2. Deeper reflection 
1.2.2. Reflect upon own thinking style 
1.2.3. Critically reflect upon own ICC 
1.2.4. Reflect upon own communication style 
1.3. LO3: understand & apply Personal Leadership (PL)/CMD 
1.3.1. Knowledge of PL 
1.3.2. Applying it to own life 
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2. Intercultural Competence Development 
This first-level code captures elements of intercultural competence as derived from the 
quantitative measurements, the SFCQ and TMIC-S, which were used as second-level codes. 
Third-level codes emerged from the dimensions of these instruments as well as from the data. 
2.1. SFCQ 
2.1.1. SFCQ_knowledge  
2.1.1.1: culture-specific 
2.1.1.2: culture-general 
2.1.1.3: complexity 
2.1.1.3.1: basic 
2.1.1.3.2: medium 
2.1.1.3.3: high 
2.1.2. SFCQ_skills 
2.1.2.1: relational skills 
2.1.2.2: tolerance of uncertainty 
2.1.2.3: adaptability 
2.1.2.4: empathy 
2.1.2.5: perceptual acuity 
2.1.3. SFCQ_metacognition 
2.1.3.1: awareness 
2.1.3.2: analysis 
2.1.3.3: planning 
2.2. TMIC 
2.2.1. TMIC_communication 
2.2.1.1. Awareness of differences in verbal and nonverbal behavior 
2.2.1.2. Ability to name strategies for sensitivity in communication 
2.2.1.3. Discussing how to use strategies for sensitivity in communication 
2.2.2. TMIC_learning 
2.2.2.1. Interacting with culturally different others 
2.2.2.2. Learning languages 
2.2.2.3. Travel/immerse in other cultures 
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2.2.2.4. Using the Internet (e.g. YouTube) 
2.2.2.5. Watching movies from other cultures 
2.2.2.6. Reading about other cultures 
2.2.2.7. Campus events on cultural diversity 
2.2.2.8. Observing people 
2.2.3. TMIC_socialinteraction 
2.2.3.1. Enjoying interacting with people from other cultures 
2.2.3.2. Establishing deeper meaningful contact 
2.2.3.3. Having found ways to make friends across cultures 
2.2.4. TMIC_selfknowledge 
2.2.4.1. Superficial cultural identity reflection 
2.2.4.2. Deeper cultural identity reflection 
2.2.5. TMIC_selfmanagement 
2.2.5.1. Using Personal Leadership to set and achieve goals 
2.2.6. TMIC_creatingsynergies 
2.2.6.1. Finding compromise between own viewpoint and others 
2.2.6.2. Speaking up when offended and resolving it 
2.2.6.3. Acting as a mediator 
 
Please note: More details on definitions of codes, frequencies, as well as examples from the 
data can be found in tables 6.11 and 6.12 in chapter 6.  
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